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Foreword

Dan Douglas'

John Swales (1985), in his pioneering book, Episodes in ESP, makes the
following observation:

“My own experience of [...] ESP [...] is that the profession as a whole,
and with all too few exceptions, operates within the “here and now” of
their actual teaching situation [...]. ESP practitioners tend not to look
across to other ESP situations and to other ESP endeavors, whether
similar or dissimilar to their own, to see what lessons may be learnt,
what insights might be gained, or what useful short-cuts can be made”

(p. ix).

In the present volume, the editors have put together a number of research
reports from very specific ESP contexts that respond to Swales’s (1985) point
wonderfully. The range of ESP situations presented in the book is quite broad,
while the topics are quite specific: musicology, technical sciences, social work,
medicine, dentistry, business, engineering, and humanities. The authors are
working in mainly French university settings, with the two exceptions of Serbia
and Italy, but represent a range of situations and teaching contexts. Readers will
find, as Swales calls for, similarities and dissimilarities to their own situations
and learn how others have dealt with problems they themselves might grapple
with in their ESP work.

More recently, Ann Johns (2013), in introducing Paltridge and Starfield’s
Handbook of English for Specific Purposes, points out a related but somewhat
different problem in reviewing the history of ESP research, that is,
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Foreword

“making a clear distinction between research and practice. Unlike many
other research areas in theoretical and applied linguistics, ESP has been,
at its core, a practitioners’ movement, devoted to establishing, through
careful research, the needs and relevant discourse features for a targeted
group of students” (p. 6).

This melding of research and practice, or perhaps, a symbiosis of research and
practice, is another clear feature of the present volume. All of the authors are
practicing, and practiced, ESP teachers who work in very different contexts, yet
share an appreciation for essential characteristics of research in ESP: reviewing
previous research and focussing on a gap in that research, constructing firm
theoretical underpinnings for the study, understanding the dynamics of the
context to be studied, taking into account the relationship between the context
and the research methods, and drawing appropriate conclusions from the findings
and relating them to the context.

In their introduction, the editors state that this volume intends to address key
issues related to research in ESP teaching and learning by bringing together
current research at the intersection of the theoretical and practical dimensions
of English for Specific Purposes. I believe they have succeeded in this goal
admirably. The chapters are well-written and well-edited, the topics are varied
and interesting, the research techniques are similarly varied and carefully
constructed to reflect the context, and the conclusions drawn are appropriately
cautious and responsive to the ESP situation. The studies reported in this volume
describe a number of research techniques that readers will find useful in their
own contexts, including the use of questionnaires, action research, qualitative
analyses, interviews, classroom observation, discourse analysis, and corpus
development and use.

In this book, readers will discover a treasury of information they will find
useful to their own understanding of research into ESP teaching and learning.
No matter what area of ESP readers are working in, I believe they will be
able to translate the research questions here into their own contexts. Such
considerations as needs analysis and identification of learning objectives, the
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design of materials, learning tasks and assessment criteria, the measurement
of student motivation in relation to course specificity, the use of audio-visual
materials to encourage learning, approaches to the teaching of vocabulary, the
use of narrative devices in the practice of scientific reading, the use of specific
corpora in teaching, the use of fictional audio-visual material in the teaching of
English for professional practice, and the use of pre-task activities to promote
learning are all discussed.

In short, this volume encourages ESP practitioners to ‘look across’ ESP contexts
for insights into their own situations. They will find, I believe, inspiration for
research into classroom practice, learner attitudes and motivations, the benefits
of subject specificity in relation to best practices of task design, and the use of
various theoretical approaches to the teaching and learning of specific linguistic
forms. Readers will find, too, I hope, encouragement to see themselves as
professional ESP practitioners, engaging in research not simply to explore
theoretical issues, but to identify the linguistic, intercultural, and personal needs
of their learners which can be translated into learning materials and techniques.
The chapters in this volume illustrate clearly the fundamental character of the
specific purpose language enterprise: responding to differences in the beliefs,
practices, and ways of speaking in the discourse communities learners wish to
become members of. Much of what we do as ESP instructors is help our learners
connect with the culture of their chosen fields. In order to do so, we need to
understand the context of language use in those fields and devise methods to help
learners integrate themselves communicatively into the specific professional,
academic, and vocational culture. This book provides practical insights into that
process.

References

Johns, A. (2013). The history of English for specific purposes research. In B. Paltridge &
S. Starfield (Eds), The handbook of English for specific purposes (pp. 5-30). Wiley-
Blackwell.

Swales, J. (1985). Episodes in ESP. Pergamon Press.
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Introduction to new developments in ESP
teaching and learning research

Shona Whyte' and Cédric Sarré?

In introducing the studies in this collective volume on research in teaching
and learning English for Specific Purposes (ESP), we begin by considering the
current context of language education in European universities, then examine
key terms and concepts in our own vision of ESP didactics, before previewing
the chapters selected for inclusion in the present volume. The book is divided
into three sections, beginning with groundwork related to needs analysis and
course design in disciplines as diverse as dentistry, musicology, and technical
science, continuing with a closer look at particular ESP challenges related to
lexico-grammar or genre, and in the final chapters moving on to innovative
practice such as exploiting specialised corpora or television drama in the ESP
classroom.

1. Background to ESP research

The present volume is one outcome of recent developments in a relatively
new field of applied linguistics inquiry, at least as far as traditional European
tertiary language education is concerned. In many such contexts, the main
approach to language learning and teaching has historically involved cultural
studies, particularly the literature, but also the social, economic, and political
history of countries where the target language is spoken, generally referred to
as Modern Foreign Language (MFL) studies. In the MFL tradition, research and
teaching are closely intertwined, with literary scholars treating language and
culture as an inseparable whole in both lecture theatres and scholarly journals.

1. Université Cote d’Azur, CNRS, BCL, Nice, France; shona.whyte@unice.fr
2. Université Paris-Sorbonne, ESPE de Paris, Paris, France; cedric.sarre@paris-sorbonne.fr
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Chapter 1

In this view, Language for Specific Purposes (LSP) is treated as a pedagogical
concern, and one which can be met by changing teaching materials rather
than teaching methods. The practical language needs of doctors, lawyers,
or engineers, to name but these, are thus generally dealt with by instructors
with MFL training, who replace literary texts relating to the target language
culture with materials focussing on medical, legal, or engineering topics. More
recently, some scholars involved in LSP teaching have also sought to pursue
research here too, and the MFL background of these authors has naturally
led them to focus on discourse analytic approaches to LSP. This is especially
true in the case of ESP, defined as “a ‘variety of English’ that can be observed
in a given perimeter of society, delineated by professional or disciplinary
boundaries” (Saber, 2016, p. 2). Thus, text and discourse analysis have
historically dominated ESP research (Hewings, 2002; Paltridge & Starfield,
2011), perhaps particularly in continental European work, where this domain-
centered approach is made even more explicit in a concept termed “Specialised
Varieties of English (SVE)” (Resche, 2015, p. 215).

In contrast, another tradition has developed with its roots firmly in teacher
and learner needs in ESP. Interestingly, a good deal of the early work in
notional-functional and communicative approaches to language teaching,
which paved the way for today’s Common European Framework of Reference
for languages (CEFR), were motivated by ESP needs (Munby, 1978; Wilkins,
1972). Many have argued that this practical orientation, which characterises
much applied research in ESP teaching and learning, has affected the academic
standing of research in this “less glamorous” area (Hyland, 2006, p. 34), and
ongoing tensions between practitioners and researchers remain a challenge.
However, the time seems ripe to revisit the link between research, teaching,
and learning in ESP contexts. In many European countries, we are witnessing
a renewal of interest in teaching and learning of English which is tied to
wider processes in the internationalisation of research and English as a global
language, leading to more English Medium Instruction (EMI) and greater
attention to English as a Lingua Franca (ELF). At the same time, increased
use of technology in everyday and professional spheres is fuelling interest
in Computer-Assisted Language Learning (CALL). Against this backdrop, a
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number of epistemological and methodological concerns in ESP have come to
the fore (Sarré & Whyte, 2016).

2. Key terms and concepts in ESP didactics

Based on Petit’s seminal work on theory-building in ESP leading to his 2002
representation, we have suggested the following definition of our field:

“the branch of English language studies which concerns the language,
discourse, and culture of English-language professional communities
and specialised groups, as well as the learning and teaching of this
object from a didactic perspective” (Sarré¢ & Whyte, 2016, p. 150).

The multiple perspectives on ESP research mentioned in this definition
— linguistic, cultural, discourse, and didactic — may suggest a ‘“highly
fragmented” field of research (Saber, 2016, p. 3). Yet these different aspects
are complementary and can be viewed as dimensions of a “specific purpose
language ability” (Douglas, 2001, p. 182), combining knowledge related to
both language and content. Specific purpose language ability can be seen as
a professional macro-skill comprising knowledge and competencies related
to disciplinary, academic, or professional domains, and to particular modes
of communication and relationships typical of each (Braud, Millot, Sarre, &
Wozniak, 2017, pp. 37-38).

A key distinction in ESP teaching/learning research is between pedagogy and
didactics. In previous work we have shown that, in continental Europe, “didactics
is knowledge-oriented, a science which aims to understand how teaching leads
to learning” (Sarr¢ & Whyte, 2016, p. 142). This term is commonly used in
research which is published in the national languages of mainland European
countries, and which involves theorisation and distance from particular teaching
contexts. Pedagogy, on the other hand, “is practice-oriented, concerned more
with applied aspects of language teaching”, best seen as “an applied component
of didactics” (Sarré¢ & Whyte, 2016, p. 142). This contrast is shown in Table 1.
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Table 1. Didactics and pedagogy (from Sarr¢ & Whyte, 2016)

Didactics Pedagogy
* knowledge-oriented * practice-oriented
« a distancing and theorising process « a practical process
* main objective: the analysis of * main focus: teaching
how teaching leads to learning practices and education

e draws on various contributive sciences e draws on didactic research = an

. applied component of didactics
* covers both SLA and foreign

language education * covers actors, curricula, content,
context, and objectives

This distinction does not, however, hold in English-speaking research cultures,
where only pedagogy is commonly used and the concept of didactics — covered
within the overlapping fields of applied linguistics and Second Language
Acquisition (SLA) research — is not, with important consequences for our field.

As “the general field of learning a non-primary language” (Gass, 1995, p. 3),
SLA has provided the main theoretical foundation for language teaching and
learning research in the English-speaking world since at least the early 1990’s,
both in the classroom (instructed SLA) and outside (naturalistic SLA). Indeed,
the focus on learning in isolation from teaching allowed some researchers to
sever all links with pedagogy as part of an endeavour to establish SLA as “an
academic discipline in its own right” (Bygate, 2005, p. 568). In contrast, applied
linguistics covers a broader interest in “language issues in any kind of real-world
problem” (Bygate, 2005, p. 569) and involves “the theoretical and empirical
investigation of real-world problems in which language is a central issue”
(Brumfit, 1995, p. 27), or even more narrowly, “the pragmatically motivated
study of language, where the term ‘pragmatic’ refers to the intention to address
and not merely describe the real-world problems” (Bygate, 2005, p. 571).
This principle of applicability links research to practice by viewing pedagogy
as “an applied component of SLA” (Sarr¢ & Whyte, 2016, p. 145), although
the unilateral or unidirectional nature of this relationship has been contested.
Arguing that SLA theory and other applied linguistics research has often failed
to solve teaching problems, Widdowson (2017) suggests that:
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“in applied linguistics we need to reverse the dependency order of
this relationship and analyse the problem first. [...] What disciplinary
constructs and findings are of use can only be determined by analysing
the problem first”.

Instead of theory, or what he calls disciplinarity, being applied to real world
issues, he claims real world issues should determine what type of disciplinarity
is pertinent. Bygate, Skehan, and Swain (2001, p. 17) propose criteria to guide
our choices concerning the focus, conceptualisation, and application of such
research: it should meet the needs of language teachers, make sense to them, and
produce results which they can use in their teaching. Here we have an agenda for
an emerging academic discipline of ESP didactics drawing on:

» the numerous specificities of the field, identified across a multiplicity of
ESP teaching and learning situations which call for a specific research
framework (Sarré¢ & Whyte, 2016);

 bilateral and bidirectional interactions between pedagogical practice and
didactic theory (Sarre, 2017; Sarré & Whyte, 2016; Whyte, 2016); and

* arich European tradition of language didactics research within this
wider definition of applied linguistics.

The necessary link between didactic research and real-world contexts is perhaps
one we more naturally preserve when publishing in our national languages
than when writing in English, so it is helpful that this book should arise from a
seminar at an English-language conference, the European Society for the Study
of English (ESSE) in Galway (Milosevic, Molina, Sarré, & Whyte, 2016).

3. Current volume

Our goal in producing this volume was thus to attempt to bridge gaps between
research and practice by offering strong research-based contributions in a wide
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range of ESP contexts. We have aimed to offer new theoretical and pedagogical
insights for ESP practitioners and researchers alike, going beyond descriptions
of ESP situations and/or programmes to involve sound research design and data
analysis, anchored in previous ESP teaching and learning research. The nine
papers in our collection cover a range of ESP domains: two in medicine (Birch-
Bécaas & Hoskins; Franklin-Landi), two in technical science and engineering
(Fries; Milosevic), two in social sciences (Johnson; Starkey-Perret, Belan, Lé
Ngo, & Rialland), and three in humanities (Beaupoil-Hourdel, Josse, Kosmala,
Masuga, & Morgenstern; Schug & Le Cor; Labetoulle). We present the studies
in three subsections, beginning with needs analysis and course development,
moving on to specific challenges in ESP teaching and learning, and concluding
with some examples of innovative practice in our field.

3.1.  Laying the groundwork: needs analysis,
programme design, and course development

The papers in the first part of the collection address fundamental questions
concerning the design of ESP activities and courses, such as learner needs and
the design of courses and programmes. In contexts ranging from dental studies
through to musicology and technical sciences, the studies report on action
research undertaken to improve the quality of English courses offered to students
in their various institutions. In each case, the authors are ESP practitioners
confronted with particular difficulties and challenges which they have sought to
address with reference to research in SLA, educational theory, and ESP research
itself. The three papers highlight the importance of needs analysis, as well as the
problems of trying to both identify and meet the multiple and often conflicting
requirements of students, language instructors, lecturers in content areas, as well
as institutions.

Milosevic designed a small pilot test of audiovisual resources for teaching
English for technical sciences in Serbia, using an experimental/control design
and measuring reading comprehension and translation of key terms. Her
students preferred and performed at least as well with teaching materials using
video rather than text alone, and the study seems to justify wider trials with
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more teaching units and more controlled testing. Labetoulle’s research also
started from needs analysis, particularly the challenges of a large, heterogeneous
student population and a heavy workload for language instructors in musicology
at a large French university. In her study, the adaptation of a Complex Dynamic
Systems (CDS) framework from the perspective of didactics ergonomics (Bertin,
Gravé, & Narcy-Combes, 2010; Rivens-Mompean, 2013) allowed practitioners
to take a number of factors into account in the design and implementation of new
ESP courses, though the chapter suggests it may be difficult if not impossible to
satisfy all needs involved. In Birch-Bécaas and Hoskins’ study of a final year
dentistry course, the main focus is on the conception of an ESP task which met a
number of demands from students, language instructors, and dentistry lecturers,
as well as institutional assessment criteria. The study reports high levels of
participant satisfaction achieved by integrating needs analysis, second language
research, and both teacher and learner perspectives.

3.2. Building confidence: addressing particular difficulties

The second part of the collection takes a closer look at specific problems occurring
in ESP teaching. Schug and Le Cor follow Waninge (2015) in a CDS approach
to the complex question of learner motivation, tracking four individual students
in four different ESP and non-ESP classes at different time scales (i.¢. over three-
hour class periods, and over three-month courses). Their findings suggest a great
deal of individual variation, not all related to ESP. Fries reports on a pedagogical
intervention concerning a particular aspect of lexico-grammar: compound nouns
in engineering discourse, drawing on cognitive semantics (Langacker, 1987).
Her analysis of learners’ use of the target structure in a writing assignment
and on presentation slides suggests little quantitative but a possible qualitative
advantage for her experimental approach to teaching compound nouns via
cognitive semantics. Beaupoil-Hourdel and colleagues addressed the problem
of supporting humanities students in reading scientific articles, drawing on
classic work in script theory (Schank & Abelson, 1977) and more recent efforts
to improve scientific communication using narrative techniques (Luna, 2013;
Olson, 2015). The paper describes the creation of teaching materials based on
devices such as narrative elements and the dramatic arc, and tests their efficacy
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with measures of learner performance and attitude. These studies include close
analysis of relatively large amounts of data, be these compound nouns in learner
writing, classroom observations of learner engagement, or measures of reading
proficiency, all with the aim of investigating the effect of ESP instruction.

3.3. Moving ahead: towards new practices

In the third and final section of our collection we look at new practices
involving different approaches to materials design and pedagogical support
for ESP learning. Johnson situates her study of ESP for social work at an
Italian university in a wider context which shows how both the Bologna
process and the more recent migrant crisis have had far-reaching effects. She
advocates a holistic approach to ESP, drawing on corpus tools to constitute
and exploit a specific monitor corpus for these students, using a range of
tools to identify and raise awareness of patterns of native-speaker usage.
Franklin-Landi follows a recent tradition in French higher education to
exploit fictional representations of specific domains, such as medicine or law
in ESP teaching. She charts student perspectives on the medical TV series
Greys Anatomy following classroom activities based on a video extract,
highlighting advantages and risks in using such material as a pedagogical
resource. The final paper in this section by Starkey-Perret and colleagues
also examines the effects of a particular pedagogical intervention, this time
drawing on Schmidt’s (1990) notion of noticing to investigate the impact of
focus on form activities prior to the main task. Students in this study were
enrolled in a business English course and the authors compared frequency
and accuracy of lexico-grammatical features in the production of students
who chose to complete the pre-task activities with those who did not, as part
of a wider research programme into the effectiveness of task-based language
teaching with this population. The study was complicated by the high drop-
out rate common in certain French undergraduate programmes, as well as the
wide range of features included in the intervention. This third section of the
volume reminds readers of the sheer variety and complexity of ESP contexts
and the correspondingly broad spectrum of dimensions in need of attention,
from needs analysis to pedagogical resources and teaching activities.
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4, Conclusion

In our view, this collection of studies raises questions of relevance to the field of ESP
teaching and learning research with reference to three main areas: (1) the balance
of content and language aspects of ESP teaching; (2) factors related to ESP learners
and second language learning; and (3) issues of research design and methodology.
The debate about how best to coordinate the development of disciplinary knowledge
and the linguistic means to express it is far from over, and several language
practitioners in this volume offer suggestions in this respect. Birch-Bécaas and
Hoskins note their difficulties as language instructors in drawing students’ attention
away from disciplinary information toward linguistic form, as well as their students’
appreciation of content instructors’ efforts to ‘play the game’ and use English to
help create a natural context for language practice. Franklin-Landi voices a common
concern among language instructors regarding their own legitimacy in a domain
where they cannot claim content expertise, and sees specialised fiction as a kind
of third space where errors committed by non-specialist writers and actors provide
both motivation and resources for fruitful discussion in the target language.

Second, a number of chapters in this book address issues related to learners and
language learning which are not specific to ESP. Many of the studies investigate
attitudinal questions related to motivation and stress in the language classroom,
and several also touch on problems of poor attendance and high drop-out rates.
The complexity of these issues has led some to CDS as a suitable framework for
accommodating a range of variables in a systematic manner (Labetoulle; Schug
& Le Cor). Others have sought to gauge learner views of particular teaching
and learning activities via questionnaires and interviews (Beaupoil-Hourdel et
al.; Birch-Bécaas & Hoskins; Franklin-Landi; Milosevic) to support students in
progressive approaches to new competencies, such as critical reading of research
(Beaupoil-Hourdel et al., Birch-Bécaas & Hoskins), awareness-raising of
specificities of genre (Johnson), or simply to anticipate absenteeism in research
design (Starkey-Perret et al.).

Finally, the studies in this volume have highlighted a number of challenges
inherent in classroom research at this level. A number of chapters reported on
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research designs based on experimental and control groups and providing
quantitative analysis of student performance (Milosevic; Fries; Starkey-Perret et
al.). In each case it proved difficult to establish clear-cut statistically significant
intergroup differences, once again highlighting the complex teaching and learning
situations experienced by many ESP practitioner-researchers. We might expect the
way forward to lie with interdisciplinary teams combining linguistic and statistical
experience, controlling for more variables and perhaps also sharing instruments.
It is no doubt important, too, to measure not only language accuracy but also
complexity and fluency as essential components of communicative competence
and indicators of interlanguage development.

In conclusion, the chapters in this collection remind us of the inseparable nature of
pedagogy and didactics. While ‘researched pedagogy’ (Bygate, 2005; Bygate et al.,
2001) might appear at first sight a contradiction in terms, we hope we have made
the argument for both more research-informed practice and more practice-driven
research. Research in ESP teaching and learning has often been criticised for a lack
of theoretical underpinning, making findings difficult to generalise to new contexts
(Sarré, 2017), or for lack of applicability to actual language teaching (Master, 2005;
Widdowson, 2017). The present volume attempts to address these criticisms by
building on previous research, reporting on a variety of contexts, and representing a
range of theoretical frameworks and methods. Results are reported with an emphasis
on applicability in order to strengthen links between didactics and pedagogy, and to
suggest future directions likely to benefit practitioners and researchers alike. In this
way, despite the inescapably specific contexts of our studies, and other limitations
on their generalisability, this collection encapsulates current trends and new
developments in ESP teaching and learning research in Europe and we hope makes
a small but valuable contribution to the field of ESP didactics.
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Using video materials in English
for technical sciences: a case study
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Abstract

n the digital era, university instructors working in English for
ITechnical Sciences (ETS) have opportunities, some might say
obligations, to use audio-visual resources to motivate students.
Such materials also call on cognitive and constructivist mechanisms
thought to improve uptake of the target language (Tarnopolsky, 2012).
This chapter reports on a small-scale study on the effectiveness of
audio-visual materials in the development of comprehension and
vocabulary skills in ETS. The study was conducted at the College
of Applied Technical Sciences in Serbia and involved three groups
of students: an audio-visual group exposed only to the video
resources, a control group using web print-outs, and a combined
group with access to both types of materials. Student performance
was compared, and evaluation questionnaires developed to collect
feedback from all participants. This chapter details the entire process
of the study, elaborates on the findings, and gives an analysis of the
data obtained to advocate for a more extensive use of audio-visual

material in ETS practice.
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Chapter 2

1. Introduction

The world we live in today is constantly changing due to technological
discoveries that are shaping our daily routine and becoming an inextricable part
of our daily lives. These changes are so rapid that sometimes it is not possible to
notice them in time and react appropriately. English for Specific Purposes (ESP)
practitioners who teach Technical English (TE) courses, however, seem to be on
a ceaseless quest for innovations in domains of science and technology in order
to satisfy the needs of their students. They need to use the available material on
high-tech achievements in their ESP classroom, and also need to modernise their
ESP courses, thus providing students with substantial professional language
input and updated information.

YouTube, which offers a wide variety of video clips that deal with professional
topics, is one of the most useful and effective teaching aids in the modern TE
environment. It contains all the latest professional information to be found in
documentaries, popular science shows, tutorials, lectures, advertisements, and
much more. If properly selected, these materials can operate as audio-visual
resources that bring real life into the classroom, present students with every-day
professional situations, and play the role of valuable authentic material, which
altogether is of great importance in the constructivist system of ESP teaching.
That is why audio-visual instruction material in the form of YouTube clips is
considered a tool that can modernise the teaching/learning process and meet the
interests and needs of students who crave to be in touch with technology. The
study to be presented in this chapter discloses how students of technical sciences
react to video resources in ESP classes and reveals the achievements of students
instructed by such teaching aids.

2. Recent research on the audio-visual
resources in EFL/ESP courses

Studies that have been conducted recently on the use of Audio-Visual
Resources (AVRs) in English language teaching and learning mainly explore
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the attitudes of general English language teachers and students towards audio-
visual resources as teaching tools. For example, such studies investigate how
AVRs affect primary school children (Parvin & Salam, 2015) and secondary
school children in learning English (Ode, 2014), or how they influence the
performances of university students (Kausar, 2013; Mathew & Aldimat, 2013)
in their English language and literature classes. They also give insight into
how secondary school English literature teachers perceive the role of AVRs
in motivating students to read literature and develop their critical and creative
skills (Yunus, Salehi, & John, 2013), or, for instance, show the extent to which
English Language (EL) teachers are satisfied with the quality of the audio-visual
material provided by libraries (Ashaver & Igyuve, 2013). All of these studies
were mainly conducted by means of evaluation questionnaires that provide both
qualitative and quantitative data highly supportive of the use of audio-visual
resources in the EFL classroom.

In addition, there are studies that deal with the impact of AVRs on particular
language skills. Such studies (1) focus on the usefulness of AVRs in building
students’ competence in pronunciation (Gilakjani, 2011; Ranasinghe & Leisher,
2009), (2) elaborate on the effects of AVRs in promoting target language
communication, that is, the speaking skills of students (Cakir, 2006; Natoli, 2011;
Ramin, Reza, & Nazli, 2014), or (3) study the importance of video instruction in
teaching vocabulary (Gross, 1993; Wright & Haleem, 1991). They, furthermore,
take listening skills into consideration to investigate how visual material can be
used as a teaching strategy for improving listening comprehension skills (Potosi,
Loaiza, & Garcia, 2009), showing that video sessions contribute to a better
mastery of listening skills and a greater motivation for students to participate
in conversation. Studies devoted to language skills also test how audio-visual,
audio, and video tools affect the writing skills of EL students (Ghaedsharafi &
Bagheri, 2012), finding out that most advanced skills in writing are displayed
by the students in the audio-visual group, whereas the weakest skills are seen
among students in the video group. The advantages of audio-visual resources
over other teaching tools, as well as their classifications and their specific
features, are explored by other authors as well (Asokhia, 2009; Daniel, 2013;
McNaught, 2007; Viswanath & Maheswara, 2016).
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Recent research on audio-visual resources in ESP environments is less common.
A significant study was conducted by Al Khayyat (2016), who determined
that ESP skills were better developed in students who had been instructed by
a combination of audio-visual resources and computerised material than in
students whose instruction was based on conventional materials. This conclusion
was made by comparing the students’ speaking and writing abilities. As far as
the specific terminology among ESP students is concerned, a study was carried
out with the intention of determining how audio-visual resources could be used
to develop students’ vocabulary skills, confirming that AVRs can positively
impact not only vocabulary but also writing skills in ESP students (Lin, 2004).

In addition, perceptions of ESP teachers regarding the use of AVRs in teaching
were also explored. One such study was conducted by Sahin and Sule Seger
(2016) among the English teachers in an aviation high school to see how
efficiently they had been using video materials as warm-up activities in their
classes. Focus group interviews used by the authors revealed that AVRs were
not as frequently incorporated in classes as expected. The biggest obstacles
for implementation of AVRs seemed to be the shortage of time to use video
material, the inadequacy of the equipment used, or insufficient computer literacy
of teachers who needed to cope with technical problems that occurred in class.

Mutar (2009) is one of the rare authors who studied the impact of AVRs on a
technical English course. He compared the overall scores of students who were
using audio-visual materials with a control group with no access to such materials.
His study revealed a significant difference between the two samples, with the
experimental group scoring significantly higher. However, this finding should
not be taken for granted due to the fact that Mutar’s evaluation instrument had
certain limitations concerning the scope of exercises for testing comprehension
and vocabulary skills.

The study to be presented in this chapter, however, was not conducted to explore
the cumulative effect of AVRs on the teaching/learning process in one ESP
course, but rather to check the effects after a single use of video resources in
class. Since there is a possibility that ESP practitioners might be unable to use
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video material during each and every class throughout the course, due to the
obstacles previously mentioned by Sahin and Sule Secer (2016), the sporadic
usage of video resources is something which is more realistic and therefore
should be tested as such. In addition, this study focussed only on comprehension
and vocabulary skills to explore more deeply the impact that AVRs could have
on these particular linguistic competencies. The main purpose was to see if the
ETS material at the tertiary level of education was easier to grasp and memorise
through the application of video resources; thus the effect of AVRs on cognitive
capacities was also of interest in this study.

3. Benefits of implementing audio-visual
resources in ESP classes

Speaking of the effectiveness of video materials in teaching, Ode (2014) stated
that “audiovisual resources do not only increase the motivation of teachers
and learners, [but] they [also] add clarity to the topic taught and make learning
more interesting” (p. 195). Ode is just one of the authors who claims that
video materials bring added value, making classes more appealing and making
teaching material easier to understand. Mannan (2005) and Dike (1989) also
spoke in favour of AVRs as tools for clarifications on complex subject-matter.
Mannan (2005) stated that AVRs “help the teacher to clarify, establish, correlate
and coordinate accurate concepts, interpretations and appreciations, and enable
him to make learning more concrete, effective, interesting, inspirational,
meaningful and vivid” (p. 108). Unlike professional texts which can be full of
ambiguity, abstract words, and meanings, audio-visual materials can present
concrete examples and eliminate abstraction from language. This is achieved
through a variety of linguistic and non-linguistic cues that are displayed in
a video. This way, abstract ideas which are accompanied by concrete visual
presentations can become more understandable to the audience. When
watching the material and listening to it simultaneously, students can almost
immediately test their understanding of a certain video content, their audio and
visual capacities being stimulated at the same time. They can rely on many
paralinguistic features too, like mimicking, gestures, postures, or attitudes
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that can assist them in grasping the meaning of the study material, which can
facilitate learning of their ESP content.

Apart from these advantages, studies have shown that video instruction also
has beneficial effects on retention of the material which is being taught (Barry,
2001; Clark & Lyons, 2004; Njoku, 1980; Paivio & Clark, 1991). For instance,
Njoku (1980) pointed out that AVRs promote learning and make it more
durable due to the fact that they have an impact on more than one sense at a
time. Since audio-visual materials engage our visual and auditory capacities
simultaneously, they lead to the creation of strong conceptual images in our
minds. These conceptual images are associations of pictures with words, which
once installed in our minds are more likely to stay there on a permanent basis
and be recalled more easily.

Apart from all this, AVRs can expose students to authentic language which is
accurate, vivid, conversational, and related to real-life experience. This kind of
language input can have a positive effect on intensifying the use of the target
language in ESP classes, as Wilson (2001) implies by saying that “the use of
visuals enhances language learning on one hand and increases the use of target
language on the other” (p. 11). In her opinion, when input language is reused in
creative ways, it can help students to improve their communication, which will
become more proficient over time. This opinion is shared by Tarnopolsky (2012)
who advocates the use of audio-visual material as authentic input in ESP. In his
constructivist blended learning approach, which combines traditional methods
with modern web-based technologies, Tarnopolsky stresses the importance of
practical experience in e-learning. As a supporter of the input-output theory,
which requires that students are given a chance to practice what they have learnt,
he proposes an entire set of ESP activities (role-plays, case studies, simulations,
etc.) with recommendations for integration of the four skills. In this process,
he claims that post-viewing activities are as important as the viewing activity
itself: “only the online resources which blended learning activates in the learning
process may provide sufficient authentic materials for modeling professional
activities and professional target language communication in the classroom”
(Tarnopolsky, 2012, p. 15).
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This small-scale study relies on Tarnopolsky’s blended learning approach,
which states that “successful knowledge and skills constructing is achieved
owing to students’ regular Internet research on professional sites in English”
(Tarnopolsky, 2012, p. 15, emphasis in original). Therefore, in this small-scale
study, internet resources are implemented as instructional materials, and post-
viewing activities are employed with the intention of testing whether students
with video input learn better than the students who are not exposed to video
materials. This study was part of an initial needs analysis to determine curricular
priorities among applied technical science students at the Serbian university
of Nis for the coming academic year. Since many students who enroll at the
College of Applied Technical Sciences have never had ESP classes during their
high school education but have rather attended classes of general English, it
was significant to see how they, as first year students, react to ESP and whether
they preferred traditional teaching based on written materials to the use of video
resources. Perhaps, more importantly, the study also sought to determine any
differences in achievement across instructional conditions.

4. A small-scale study: effects of AVRs
on comprehension skills and the use
of vocabulary in TE settings

As already noted, the goal of this study was to determine to which extent AVRs
have positive effects on student comprehension and vocabulary skills in the
field of ESP after just a single exposure to video materials. The experiment was
carried out at the beginning of the ESP course with 70 students in three intact
classes of first year students (aged 19-20) of Modern Computer Technologies,
Communication Technologies, and Industrial Engineering departments, who
respectively formed the video, text/image, and feedback groups.

The first two groups were taught an ESP unit lasting for one 45-minute session
on a topic in mobile technology and Active-Matrix Organic Light-Emitting
Diode (AMOLED) displays. In each session, the students first completed a five-
minute pre-test, were given a ten-minute mini-lesson on AMOLED displays,
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then completed a 25-minute test, before a five-minute feedback questionnaire.
The mini-lesson format differed across groups: the video group (27 students)
was exposed to audio-visual material, while the text/image group (26 students)
was given only written materials. A third group (17 students) was asked to rate
both types of pedagogical resources only in a feedback session after a 20-minute
mini-lesson. The null hypothesis was: There is no significant difference between
the test results of the students who were exposed to the video and those who
were not. The results are reported in three parts: pre-test, main test and feedback
(questionnaire).

4.1. Prior knowledge

Before the main testing, all 53 students from the video and text/image groups
took a pre-test, the purpose of which was to check the students’ prior knowledge
of AMOLED displays used in smart mobile devices. The pre-test encompassed
two simple questions: (1) Have you ever heard of AMOLED displays? and
(2) What do you know about AMOLED technology?, to which the students
provided written answers. The pre-test allowed us to rule out inter-group
differences in background knowledge as well as a potential ceiling effect
(where prior knowledge is so well developed as to render further instruction
superfluous). Only 25 students (13 video, 12 text/image) had heard about
AMOLED and were able to provide only the basic information. Therefore,
the pre-test disclosed that the topic could be classified as a new instruction
material in vocational English, and that there were no significant differences
in prior knowledge across groups, as can be concluded based on the results
obtained, shown in Table 1.

Table 1. Pre-test results

Average score Video group Text group
(total = 3) N =27 N =26
0-1.0 21 22

1.5-3 6 4

Mean 0.78 0.67

SD 1.01 0.93
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4.2. Pedagogical materials and instruments

The second phase consisted of the instruction part and the assessment part.
During the instruction section, the video group was exposed to the video
material about AMOLED displays (“Why AMOLED enables the best displays
for smartphones™). This video is a short Samsung advertisement recorded in
the form of a cartoon. The advertisement presents AMOLED displays in a very
good manner, drawing attention to all the important technical details of this new
piece of technology. It features a young female character with whom the students
could easily identify with as mobile phone users. The video is especially useful
because it contains a segment in which all the major performances of AMOLED
displays are summed up, which makes the material easier to memorise.

The text/image group was given two texts to read about AMOLED displays, from
2 different Internet sources®. By reading both texts, the students could approach
the topic from two different angles and memorise the reading material better. The
teaching materials provided both groups with similar learning opportunities: both
the video and the texts were based on authentic, authoritative content. Whereas the
video contained additional information on AMOLED features, the text contained
more details on the structure of AMOLED displays. However, the test that was
administered to both groups did not address these differences and focussed only
on the points shared by both the text and the video.

4.3. Comprehension and vocabulary tests

Following the ten-minute session with one type of resource or the other, each
group was immediately tested on their comprehension and vocabulary skills
via a written test. The test consisted of two exercises: the first one had four
comprehension questions about the topic, each graded from 0 to 3 on the basis
of meaning (vocabulary) rather than grammatical accuracy or spelling. The
vocabulary exercise comprised of a list of 13 words/phrases to be translated

2. https://www.youtube.com/watch?v=EM YksNkH868

3. See supplement: https://research-publishing.box.com/s/03dgtaxps5terq8ckevOipmvggkfadol
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from Serbian into English, including transparent and technical terms, which
were graded on accuracy and spelling.

5. Results

The results of the main test are shown in Table 2.

Table 2. Main test results

Average score Video group Text group
(total=18.5) N=27 N=26
0-9.4 18 25

9.4-18.5 8 2

Mean 5.73 5.29

SD 1.88 1.14

A t-test performed on these group means is significant at p<0.1 (not the more
commonly accepted p 0.05 level), suggesting a marginal advantage for the video
group. This finding is supported by measures of average length of responses:
the video group wrote longer, more elaborate answers to the questions in the
comprehension exercise, as shown in Table 3.

Table 3. Comprehension exercise results

Item | Video group (average number Text/image group (average
of words per answer) number of words per answer)

1 2.74 1.5

2. 1.37 2.23

3. 1.56 1.08

4 2.89 2.12

In order to rank student scores, the assessment scale shown in Table 4 was
established. While eight students from the video group obtained a grade of about
9.4, set as the passing grade, only two students from the text/image group did so.
These two students were the outliers whose performance brought up the overall
group average.
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After the test, both groups completed a customised questionnaire where they
gave their opinion on ten statements (using a Likert scale) and wrote a comment
in the box designed for an additional open-ended question. The questionnaire
analysis determined the most frequently selected answer for each question in
each group separately, as it can be seen in Table 5.

Table 4. Assessment scale
Grade | No. of points Video group (N=27) Text group (N=26)
5 <94 19 24
6 9.4-11.22 3 0
7 11.23-13.05 2 0
8 13.06-14.88 1 0
9 14.89-16.71 1 2
10 16.72-18.5 1 0
Table 5. Most frequently selected answers
No | Questions Video feedback Text/image
average feedback average
(27 students) (26 students)
1 The video/text was too long. 2.8 3.1
2 The video/text was boring. 2.8 2.9
3 I have understood the given 3.7 3.6
material very well.
4 There were many technical words 2.3 24
that were too difficult to understand.
5 I have learned many new words. 2.4 2.7
6 It was difficult for me to answer the = 2.8 2.7
questions about AMOLED displays.
7 It was difficult to translate the 24 23
terms from Serbian into English.
8 I liked the material we 2.9 32
were doing in class.
9 I liked the activities 2.6 3.0
I was asked to do.
10 These exercises were useful. 3.2 34

Individuals in the video group assessed the video material as reasonably long and
motivating enough. They stated that they could understand the video very well
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and that it was neither easy nor hard to answer the comprehension questions.
Their opinion in general was that the technical words could be understood and
translated without any particular difficulties. Also, they mentioned that many
of the technical terms were already familiar to them. This could be the only
negative comment, but justification for this kind of answer can be found in
the clear and concrete language presented in the video supported by the visual
stimuli that contributed to a better understanding of the study material. Also,
the students said that they were not overwhelmed with the activities they were
asked to do in class, but they did not say that the material and the exercises were
boring or useless. Most students gave a comment in the personal opinion box
that the language experiment was interesting, and only one student protested
against advertisement use in class due to its influence on the opinion of students
as buyers of this kind of equipment.

Individuals in the control group, on their part, thought that the text was of
moderate length and stimulating enough. They said that they could understand
the text and answer the questions with no particular difficulties. They encountered
no problems when it came to translating the necessary terms. Again, the students
had the impression that there were not many technical words that were unfamiliar
to them. The conclusion is that they may have encountered this vocabulary
somewhere else, in some other context. However, the material and the activities
done in class turned out to be appealing to this group. Most students thought
that the exercises were useful, so the language experiment was agreeable to this
group as well, which leads to the overall conclusion of this survey that both
groups of participants were satisfied with the given material and the activities
they were doing in class.

In addition, the analysis of the questionnaires for the video and text/image
groups showed that the students had very high opinions of themselves and their
performances on the main test, which were not borne out by analysis of the
results reported earlier. In reality, it turned out that the students did not have as
many problems when it came to translating phrases from Serbian into English as
they had with the written part of the test which required them to provide technical
explanations of AMOLED, its structure, and functions. Maybe the students were
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familiar with the vocabulary, but they could not apply that vocabulary with a
concrete purpose to elaborate on the topic. This is probably where the reason
lies for the discrepancy between the students’ actual scores and their personal
opinion on their test efficiency.

For further insight into the two types of teaching materials, a group of
17 students from the Industrial Engineering department were also asked to
give their personal opinion after reading two professional texts on AMOLED
and then watching the video during their ESP class. The idea was to allow
them to express their opinions and make comparisons between the two types
of resources: the video and the texts. They were asked to write down their
impressions on a piece of paper, stating which mode of instruction they
preferred and why.

Almost all of their comments were in favour of the video, implying that: (1)
it is not as boring as the text; (2) it contains more information; (3) it explains
the subject-matter in a better way; (4) it is more effective since it consists
of a picture, text, and sound; (5) it is easier to grasp; and (6) it allows for
better retention of language elements. One student also mentioned that he/she
could easily identify with the video. The analysis of this evaluation has thus
shown a great response of the students towards video materials, which are
seen as very motivating and useful tools for studying the target professional
language.

6. Conclusion

This paper has reviewed research on the role of video materials in facilitating ESP
learning by improving the retention of facts, making classes more appealing, and
contributing to the ESP environment by promoting and using authentic language.
All of these features of AVRs are possible due to the fact that AVRs “create a
concrete basis for conceptual thinking” (Ode, 2014, p. 198), and “make abstract
ideas more concrete to learners” (Ode, 2014, p. 195) while also allowing learners
“to develop a holistic understanding that the words cannot convey” (Ramirez,
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2012, pp. 20-21), encouraging students to process language information more
easily and participate in authentic communication and production.

The paper reported on a small case study carried out as part of an initial needs
analysis for the first year ESP classes in technical sciences programmes. A
comparison of instructional materials based on video or text has shown that
even after a single use in class, video resources appear to be more popular and
marginally more effective than text-based teaching materials. Since this was
only a small-scale study, additional research is of course necessary to support
these tentative findings that students exposed to AVRs may achieve better results
in comprehension exercises than the students who were instructed by traditional
methods and may have an advantage in both comprehension and language
production. The study confirms previous research suggesting that students find
video materials a much more pleasing and effective type of learning resource
than exclusively written resources. Further research involving more students,
longer interventions, and a variety of pedagogical materials and evaluation
methods would allow stronger claims about instructional effects in relation to
pedagogical resources in this area of ESP teaching and thus offer more insights
into the effectiveness of video resources in technical science contexts.
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Dynamic and complex system approach

to needs analysis, course development and
evaluation of LANSOD courses in a French
musicology undergraduate programme
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Abstract

‘ x J hen trying to analyse a LANSOD (LANguage for Specialists of
Other Disciplines) training course, the elements that have to be

taken into account are numerous and complex, and many questions are
raised. For example, in the case of the English course in the undergraduate
programme of musicology at the University of Lille SHS (France), how
can high absenteeism be accounted for? What about the students’ lack
of motivation, or teachers’ dissatisfaction at teaching the course? The
purpose of the action-research project reported on is to understand and
articulate these various elements so as to conceive, set up and evaluate
a coherent language course, adapted to a specific context. We decided to
adopt a dynamic and complex system approach as it was believed to be
helpful in apprehending the complexity of a LANSOD context, guiding
a needs analysis, and designing and evaluating a training course. We
favoured the triangulation of sources, methods, and qualitative analyses
in order to identify the main problems of the existing training course and
to set the objectives of a new course. These results led us to conclude
that a blended course with relatively highly specialised content was the

most suitable option for this learning environment.
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Chapter 3

1. Introduction

Most of the questions and topics which have dominated English for Specific
Purposes (ESP) teaching and learning research — objectives of ESP programmes,
task-based language teaching, computer-assisted language learning, needs
analysis, materials development, etc. (Sarr¢ & Whyte, 2016) — should all be
taken into consideration when designing a LANSOD? course in a university
context. Yet, despite scientific progress, the practitioner is still left struggling
with an intimidating number of questions. For example, how can students’ lack
of motivation, or teachers’ dissatisfaction with the course, be dealt with? How to
cope with high absenteeism?

The purpose of the action-research project presented in this chapter is to
understand and articulate these various elements so as to conceive, set up, and
evaluate a coherent language course — in the specific context of the LANSOD
English course of the undergraduate programme of musicology at the University
of Lille SHS (France). We set up and evaluated the course over three cycles
corresponding to three semesters. The analysis of the quantitative and qualitative
data gathered when evaluating Cycle 1 will be presented in this chapter.

2. Framework of the action-research: the dynamic
and complex system approach

2.1. Theoretical framework

Our attempt to conceive a useful tool for the analysis of a LANSOD course
is based on research conducted in epistemology (Durand, 2013; Le Moigne,
2012; Morin, 1999, amongst others) and language learning and acquisition
(Bertin, Gravé, & Narcy-Combes, 2010; Larsen-Freeman & Cameron, 2008;
Waninge, Dornyei, & De Bot, 2014). We selected seven key concepts to
2. The English acronym was coined by van der Yeught (2016) to translate the French acronym (LANSAD) originally

coined by Michel Perrin. LANSOD refers to language classes destined to students whose major is not languages, but other
disciplines such as medicine, chemistry, etc.
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articulate what has been termed the “dynamic and complex system approach”.
The LANSOD course is considered a system in the sense that it is made up of
elements which interact with one another to form a whole. These elements may
be discrete, such as students, teachers, materials, input, etc., or more abstract,
such as objectives or evaluation guidelines. The system is complex because
its components (learners, input, etc.) and their interactions are complex. For
example, what are the various interactions at play which account for learner
motivation? A system is dynamic when it consists of processes that evolve
over time, such as the language learning process. Because we are focusing
on learning environments, the purpose of the LANSOD course is language
learning, and it is assumed that there are several ways to reach this objective.
The course is open in that it constantly interacts with a wider environment,
for example the institutional context in which the class takes place. Lastly,
this approach forces us to accept that a learning situation is so complex that
ultimately we cannot understand it fully.

This approach is regularly adopted in language didactics (Mompean, 2013;
Montandon, 2002; Waninge et al, 2014). One of its most accomplished
interpretations is didactic ergonomics as developed in Bertin et al., 2010.
Schematically, while fully acknowledging the dynamism, complexity and
incertitude at play, the authors propose a five-pole model of the learning situation
(learner, teacher, language, context, and technology), an in-depth analysis of
the possible relationships between these poles, as well as possible pedagogical
implications.

The model used in this study is an adapted and simplified version of the original
model (Figure 1). The contexts include a professional context (depending on the
students’ future occupations) and an academic context divided into three levels
— the macro (policies at the European and French levels), the meso (policies
of the University of Lille SHS), and the micro (the musicology undergraduate
programme). The learners’ pole refers to all the students studying English in this
programme, the teachers’ pole refers to the teachers who have been teaching
these students, and the contents’ pole to what has been taught. The technology
pole was integrated in the original context pole.
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Figure 1. Simplified version of the didactic ergonomics model

Contexts
Professional Context
.: Academic Context
Technology
Contents Teachers
Learners

This conception of a LANSOD course has epistemological and practical
implications. While it may seem relevant to have a general understanding of
a language learning situation, it can quickly prove problematical when this
raises more questions than it answers. Which elements should we take into
account in the analysis of the course? How can we take its dynamic dimension
into consideration? How can we design a new, appropriate course when we
cannot understand everything of the general context? Ultimately however, it
is precisely one of the strengths of this approach, because it helps reveal key,
underlying, epistemological questions and thus encourages us to explicitly
state our theoretical stance before undertaking the actual action-research. This
process is all the more important as we are participants in the study. Therefore,
we argue that it is crucial for us to deconstruct and report on every step® with
“epistemic distancing” (Narcy-Combes, 2002). Efficiency is the main gauge of
scientific validity; we try to devise appropriate actions which are the results of

3. In this respect, a more thoroughly detailed analysis of the study will be available at the end of the three-cycle research
[2018/2019]
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constructed (and deconstructible), informed choices. From a more didactic and
pedagogical point of view, the structuring of the learning situation into poles and
interactions also enables us to structure our future analyses, identify research
questions, and interpret results; as will be seen later on, it also helps us organise
the construction and the evaluation of the language course.

2.2. Methodological framework

The action-research project reported on consisted of five steps, as shown in
Table 1.

Table 1. The five steps of the action-research project

Sept. 2015-Aug. 2016 Sept. 2016-Dec. 2017

1. pre-analysis of the existing learning 4. implementation of the
environment to select our research course over three cycles;
questions for the needs analysis;

2. needs analysis to identify the 5. final evaluation (at the
objectives of the new course and end of the study).

the means to reach our goals;

3. conception of the new course;

As far as the needs analysis is concerned, our methodology was based on recent
reviews of language needs analyses and procedures of data collection (Cowling,
2007; Long, 2005; Serafini, Lake, & Long, 2015). In keeping with our theoretical
framework, we favoured an exploratory approach “so as not to preclude the
possibility of discovering needs the needs analyst might not have considered”
(Serafini et al., 2015, p. 13) with the use of open-ended questionnaires and
interviews®.

Triangulation of the data was done “to increase reliability and validity, [as]
data should ideally be collected from two or more sources using two or more
methods” (Serafini et al., 2015, p.12). We obtained data from five groups of
participants (Table 2).

4. Learner questionnaire for the Needs Analysis (“Questionnaire — Music and Musicology Undergraduate Students”);
translated from French to English; available at https:/research-publishing.box.com/s/I130ba7fd01ff83naoui792tabgoh92gs
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Table 2.

Participants in the needs analysis

Informants

Data collection methods

2 language supervisors

Questionnaires + interviews

2 content supervisors

(recorded and transcribed)

4 English teachers

41 current students

Questionnaires

6 former students of the
undergraduate programme
Published literature (official publications from the Council
of Europe, evaluation reports of the university, etc.)

Data analysis then consisted in filtering our corpus thematically around each of
the four poles, as illustrated in Figure 2.

Figure 2. Thematic analysis of the corpus

: Contexts

-: | Professional Context
Professional context
8 = -

-z | Academic Context
Technology
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Objectives and recommendations conceming English LANSOD university courses
*| Micro-
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Working conditions
Cf istics of the

: Contents
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: Teachers
Representations of language teaching)

.z Learners

Representations of language learing

((_The other actors' general representations of the learners)

(( Leamers'lingusitic levels and their evolution)

(Learners' linguistic biographies)

Learners' subjective needs
Importance of English to the learners,
Learners' aulcnon@
Learners' attendance)
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We used Excel (version 14.0.7177.5000, Microsoft) and Sonal (version
2.0.77, Alber) to filter and analyse our quantitative and qualitative data. The
characterisation of the poles then enabled us to identify the main problems of
the existing course the researcher could hope to address and the objectives of a
re-designed course.

2.3. Evaluative framework

We implemented both continuous and final assessments. Formative assessment
of the re-designed course was used to orient possible changes in the course,
based on the feedback of the various participants during the cycle. Summative
assessment, of which the data will be presented in this chapter, was aimed
at evaluating the language course in relation to the objectives we had set. It
took place at the end of each of the three research cycles via questionnaires
completed by the learners and the English teachers®. The questionnaires yielded
both quantitative data (with the use of Likert scales) and qualitative data (with
the possibility of commenting on one’s ratings).

3. Results from the needs analysis

3.1.  General presentation of the undergraduate
musicology programme

For all the musicology students attending the LANSOD English classes, it was
compulsory to take a second language and the course was worth three credits,
just like any other course. There were 12 two hour language classes in each
of the six semesters of the undergraduate degree programme. Eight teachers
taught two groups of first-year students (Y1) with 37 and 25 students, one
group of 42 second-year (Y2) students, and one group of 46 third-year students
(Y3). When asked whether they were satisfied with the classes, the learners
rated their English classes 2.3 (out of 5) on average, with clear differences

5. Teacher questionnaire for the Evaluation of Cycle 1 (“Questionnaire — Cycle 1 Teachers”); translated from French to
English; availbale at https://research-publishing.box.com/s/wm1li12dgirwxpiq7rvcOxd luquowsps
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between Y1 (3.3) and Y2 (1.5), while Y3 students gave the course an average
rating of 2.5. These results echoed those of the former undergraduate
musicology students among whom five out of six respondents declared being
“rather unsatisfied” with their LANSOD classes. Teachers’ satisfaction with
their work varied greatly, with ratings ranging from 1 to 5 (out of 5). Two
teachers considered not teaching these courses again because they disliked the
experience. While more than half of the students believed they had reached the
expected level at the end of the academic year (B1 in Y1 and B2 in Y3), even
more students (22/38) declared that they felt they had stagnated or regressed
since starting university.

3.2. Explanatory factors

We identified ten main factors, related to the four poles, which could account for
low satisfaction rates and students’ low sense of progress.

3.2.1.  The ‘context’ pole

At a contextual level, we argue the objectives of the LANSOD courses were
not sufficiently clear to all actors, mostly because of contextual restructuring.
At the macro-level, “European language policy could [...] be proactive and
explicit on the basis of precise criteria [...]. However, its application in
schools is not automatic and requires a rethinking of the methods of language
learning/teaching in universities”® (Mompean, 2013, p.32). The credit system
changed our perception of personal investment as credits are “no longer
calculated in relation to one hour of face-to-face class, but in relation to the
student’s personal workload which is thus given more importance than before”
(Mompean, 2013, p. 25). In the meso-context, restructuring was underway at
several levels. The impact on LANSOD classes of the upcoming merger of
Lille SHS with two other universities (2018) was still to be determined. In
2012, the creation of a ‘LANSOD department’ was aimed at defining common
objectives and promoting a better overall coherence; in 2015-2016, numerous

6. Author’s translation
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debates were still going on about grouping students by ability or proficiency
level (known as ‘tracking’), innovation and administrative restrictions, ‘liberté
pédagogique’ (pedagogical freedom), and certifications. At the micro-level,
the decision-making structure was not completely clear. The structuring of
LANSOD courses within the arts department, of which the undergraduate
musicology programme is part, was still ‘ongoing’; someone was appointed
but their role (supervisor? coordinator?) was not clearly defined as of June
2016. Because all actors put forward the principle of ‘liberté pédagogique’,
it was hard to tell what was solely a ‘recommendation’ or a ‘rule’ when it
came to the content supervisors’ and language coordinators’ instructions.
This ambiguity was well encapsulated in the terse description of the language
courses in the musicology undergraduate programme guide of studies: ‘UE 9,
Languages’. As far as working conditions go, they were rated 2.5 (out of 5) on
average by teachers, the most negative elements being the number of students
per group, absenteeism, lack of technological equipment in classrooms, mixed
language proficiency levels, and sometimes challenging collaborative work
with the administration.

3.2.2. The ‘teacher’ pole

The teaching team was also being put together. Seven out of the eight English
teachers had not previously taught this class and only two eventually continued
teaching the following year, which makes a high turnover rate. They had various
backgrounds and experiences. Out of the two teachers with tenure, the two
contract teachers, and the four teaching assistants, five had little or no prior
experience of teaching at university level. Their majors included ESP, literature,
translation, and French, in France or abroad. They were generally interested in
music, but very few (1/8) were familiar with the domain of musicology, let alone
ESP in this area. Collaborative work was encouraged by the coordinator but
the attempts were seen as timid and not always successful, because of teaching
methods deemed too different, and the lack of time and will to communicate. As
far as information and communications technology is concerned, teachers were
quite positive about its use in the classroom, but some underlined that they did
not really take advantage of all its possibilities.
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3.2.3. The ‘learner’ pole

Students’ language levels ranged from A1/A2 to C2 and the degree of importance
they attributed to English varied depending on the context. If 59.5% of students
considered it important or very important in general, 59.4% considered English
for their studies and their professional lives unimportant or not very important.
The tasks they mentioned concerning English in their studies and in their
personal lives were overall the same (reading specialised articles and talking
with artists, understanding lyrics of a song, traveling, watching movies and
series, playing videogames, and using the Internet). However, the examples
varied considerably as regards English for their professional lives. These results
came to little surprise, as their professional objectives were quite diverse, and
therefore so were their needs as regards English. Music teaching stood out, but as
it is carried out in varied contexts, we could infer the needs of the students would
not be the same (e.g. music teachers in conservatories as opposed to primary
school teachers). It all confirmed data obtained from the former undergraduate
musicology students. All respondents underlined English was important, but to
various degrees and depending on the domain; the needs of a music teacher in
a French middle school were quite different from those of an instrumentalist
working abroad.

Half of the teachers declared that absenteeism and the lack of investment were
some of the main causes for their dissatisfaction at teaching the course, as it
made it difficult to know what to expect and virtually impossible to create a
coherent programme with a progression. Attendance at university is not
compulsory, except for evaluations. On average, students declared that they had
been in class more often than not (55%), but most teachers indicated hardly ever
having more than half of the students in Y2 and Y3, sometimes even just one
or two students. The students rarely in class (19/41) stated that the two main
reasons for not attending the courses were disinterest in the course (11) and
timetable constraints (3). The content supervisors added that some students
needed to work on their instruments several times a day, while language teachers
also blamed the working conditions (large groups and no projectors). If for a
class which counts for three credits students are expected to do 60-75 hours of
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work outside class time, students declared on average having spent 80 hours on
English in total, but their answers varied greatly (from 20 to 450 hours) and only
23.3% of them answered the question, when the other 76.6 % stated they had no
idea, did not answer the question, or indicated they had only worked just prior to
the evaluations. In total, 59% of students declared the amount of work they had
provided was unsatisfactory. Sixty-one percent said they never (25%) or rarely/
sometimes (36.1%) used English out of the classroom.

Paradoxically, all students acknowledged that personal work is very important
in language learning, and when asked how much time per week they should
spend on it, they responded about 2 hours on average. We argue that two key
elements accounting for their lack of investment were their level of autonomy,
half of them declaring not to be autonomous learners (11/22), and lack of
motivation. Their motivation levels in the English classroom either dropped
(16/36), depended on the semester (8/36), were stable (7/36), or even increased
(5/36) over time.

The most important motivating factors were the marks, according to the
content supervisor, as well as the use of content linked to music. The learners
specified what would motivate them more, but their answers were so varied
that no real consensus emerged. Their suggestions included more content
linked to music, same proficiency groupings, more grammar, less homework,
smaller groups, and better timetables. The quality of student-teacher relations
was also important to students; when asked whether the teachers had met their
expectations, 40% of respondents said they had not, 40% were satisfied and
20% said it depended on the semester.

3.2.4. The ‘content’ pole

The various actors of the learning environment had sometimes different views
of what the objectives of the LANSOD courses should be. Our analysis showed
there was a weak consensus about the importance of language learning, the
professional dimension of university classes, the notions of threshold levels,
communicative competences, and tasks. Working on all language skills,
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autonomous learning, and the need to adapt to the diversity of the public were
not objectives shared by all. Most teachers were not opposed to coordinating
methods and content as long as pedagogical freedom remained paramount. There
was no consensus concerning tracking (i.e. grouping students by proficiency
level) or about the content of the LANSOD undergraduate musicology classes:
how much importance should be given to specialised content linked to music?
To the CLES?? And to the notion of “getting by abroad” frequently mentioned
by learners?

3.3.  Conclusion of the needs analysis

The needs analysis was complex to carry out and we obtained limited data.
The response rates were rather low, especially among the learners (learners:
41/150; language teachers: 4/8; language supervisors: 2/3; content supervisors:
3/3; former musicology students: 6/110). Because we had to resort to limited
convenience samples rather than stratified random samples (Long, 2005, pp. 34-
35), the representability of the samples is questionable. Our methodology could
also have been more rigorous (as illustrated in Serafini et al., 2015 for example):
there was no sufficient pilot testing of the questionnaires, they were submitted to
the participants late and there were too many open-ended questions, which made
the analysis more complicated.

Overall, however, the difficulties we encountered seem to be quite common
in needs analysis (Serafini et al., 2015, p. 24) and these limitations were
put into perspective if we bear in mind that our purpose was to obtain a
general understanding of the learning situation adequate enough to enable
relevant decision making. Indeed, the needs analysis helped us identify some
inconsistencies between the various contextual levels as well as a lack of
horizontal coherence at a micro-level, all this impacting satisfaction levels and
students’ perceptions of progress in language proficiency. When designing the
new courses, these are problems we will have to try to solve.

7. Certificat de Compétences en Langues de 1’Enseignement Supérieur, a language certificate at university level based on
the Common European Framework of Reference (CEFR) for languages, created in 2000
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4. Design of the new course
4.1. General objectives and evaluation

We were then able to infer potential objectives, means to reach these objectives,
indicators, and assessment tools of the new course®. We decided to focus on
Y1 and Y3 for Cycle 1 of the research, as we lacked the time to coordinate
with several teachers before term started. Even though we could not change the
contexts, the teachers, nor the learners directly, we could have a direct impact
on the content of the courses as well as the general teaching methods. From the
results of the needs analysis, we inferred that a blended course with relatively
highly specialised content would be the most suitable option.

4.2. Contents

The syllabus mainly focused on disciplinary components, with a gradual
transition towards more specialised English from Y1 to Y3. Unfortunately, due
to time constraints, we could not carry out a proper discourse analysis of English
for Music, but our choices were however informed by data collected from
content specialists, former students of the programme, as well as the learners.
Based on how frequently some communication situations were mentioned
and the feasibility of transforming them into language learning objectives, we
organised the syllabus around tasks.

In Y1, the semester was organised around the topic of music festivals. In groups,
learners had to present a project of a music festival to sponsors and write its
programme. In Y3, the main theme was one’s instrument; learners had to write
an ad to sell their instrument, improvise when asked about their instrument and
their practice, as well as read part of a score in English. Enabling the students
to take the CLES exam also became one of the explicit objectives of the course,
and all five language skills were therefore focussed on. Deciding to aim for the
CLES, as well as taking into account the diversity of the learners’ needs, led us to

8. For an overview of the objectives and the indicators, see the first two columns in Table 2.
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add general topics to the syllabus: each class started with students summarising
the news of the week, and we developed activities focussing on the American
presidential elections. In order to address the individual needs of learners and
to encourage autonomous learning, we introduced Personal Projects. They
consisted in learners individually choosing which competence they wanted to
work on, devising a plan to work on that competence, submitting their work
regularly to the teacher for feedback during the semester, and presenting the
work to the class at the end of the semester.

4.3. Methods

We decided to work on this content in a blended environment. The face-to-face
classes and the online modules were organised around tasks. To try to make the
best use of each mode, face-to-face classes were focussed on production (both
oral and written), whereas online modules were devoted to receptive skills. In
all, there were five online modules and seven face-to-face classes.

Figure 3. Organisation of the blended course

Online

Face-to-face

The learners of each class were therefore divided in two smaller groups (groups
A and B) based on language proficiency as assessed after a placement test at
the beginning of the academic year. The online modules (top line in Figure 3)
were made available on a Moodle platform and all online activities were marked
to encourage learners to be exposed to English at least once every two weeks
if they did not come to face-to-face classes (bottom line in Figure 3), and to
enable teachers to create a real progression in their course, regardless of how
many and which students came to class. The courses (comprising 12 sessions in
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total — both face-to-face and online — as represented in Figure 3) in this respect
were quite restrictive, but the students had 14 days to cover the online content.
Online modules typically consisted of auto-corrective activities including a
vocabulary test, an oral and/or written comprehension activity with preparation
exercises, and a grammar lesson with exercises. Teacher support was considered
paramount, so each module ended on a feedback activity which was discussed in
face-to-face classes. The face-to-face classes were also described on Moodle and
students who had missed a class could download all the materials used in class.
The evaluation was in keeping with the instructions of the language coordinator,
the learners’ preferences and our objectives:

*  Y1: In-class written exam (35%) + oral presentation and written group
exercise (25%) + online sessions (25%) + personal project (15%)

*  Y3: Two in-class exams (55%) + online sessions (25%) + personal
project (20%).
5. Results of the evaluation
of the re-designed LANSOD course (Cycle 1)

5.1. Results

Table 3. Findings from Cycle 1

Objectives of the T
Poles new course Assessment indicators Results
Obtain a higher Learners’ and teachers’
. . . . Learners = v/
satisfaction level from satisfaction and
. Teachers = v/
learners and teachers motivation levels
] Self-evaluation
g « Students’ self-assessment | from learners
=  Foster linguistic development | of linguistic progression =
< and obtain better results from
students’ self-assessment * Teachers’ assessment of | Teachers =
linguistic progression ! (room for
improvement)
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to teachers
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) . perceived objectives by teachers = !
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— . learners, teachers and Content
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direct supervisors supervisors
=V
* Teachers’ workload
Z R >
] educe teachers’” workload .
*D f coll
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&  flexible three-year syllabus « Reduced workload and re-
use of teaching materials
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S | for learners and teachers
O per group and same
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* Propose learning and
teaching conditions
which foster qualitative
relationships between i Learners =
learners and teachers Adequacy of learners
. Teachers
needs with the syllabus &y
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needs in the design
of the syllabus
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doing English outside
of the classroom
v
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E outside the classroom learners’ work
(]
— . .
* Learners’ satisfaction
as regards personal
investment
* More autonomous learners
Guide the learners towards * Changes in learners’ v
more autonomy use of tools (e.g. using
dictionaries more sensibly)
and learning strategies
Motivate learners Levels of motivation v
Obtain an attendance
rate which is satisfactory Attendance rate v
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Two teachers (Teacher A with one group in Y1 and the group in Y3, and Teacher
B with the other group in Y1) and 98 students were involved in Cycle 1. An
overview of our findings from Cycle 1, in which the methodology described in
2.3 was used, is provided in Table 3 above.

The results concerning the two main objectives of the new course were rather
positive. Learners gave an average rating of 3.7 out of 5 on a Likert scale to
describe their satisfaction, a clear improvement compared to the previous rating
(2.3). Teachers’ ratings were more homogenous than before and also improved,
with an average of 3.3. This time, 73% of learners considered themselves as
having progressed or progressed a lot. Teacher A was in charge of designing the
class and materials, and considered their workload excessive as they estimated
they had worked an average of 15 hours a week to prepare four hours of class.
However, they took a long term view, knowing that the materials would be re-
used. Teacher B only provided occasional support and considered their workload
satisfactory. The teachers were frequently in contact: 66 emails were exchanged
and four short informal meetings were held. The learners were overwhelmingly
positive about same proficiency grouping, rating this aspect 4.4 out of 5. Teacher
B gave it a rating of 5, and Teacher A a 5 in Y3 but only 3.5 in Y1, considering
it was sometimes difficult to teach a group with no class leaders. When asked
whether they believed the courses were adapted to their needs, 71% of learners
rated it 3.5 or above, 78% rated the content of the syllabus 4 and above, and 80%
4 and above as regards the competences included in the syllabus. The learners
with lower scores had generally had problems accessing the online content’. The
teachers rated the course 3.6 when assessing the appropriateness of the course
to their students’ needs; they shared the concern that there had been too much
content and that, for the lower proficiency Y1 group, the objectives were slightly
too demanding. For Y3, Teacher A also feared some learners might have found
the workload and the system too demanding and restrictive. Concerning learners’
investment and motivation, the results were also positive. On average, learners
said they had worked 32 hours, including both face-to-face and online sessions.
We are short of what could have been expected, but 56% of them were satisfied

9. About one fourth of students in Y1 only enrolled officially in the university one month after the beginning of the school
year due to administrative problems and could therefore not have access to the Moodle platform over that period of time.
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with their involvement. There was also marked improvement in the regularity of
the learners’ work: 60% declared that they had worked regularly, as opposed to
only 22% previously, and 83% of the learners rated their motivation 3 and above.
As for autonomy, 67% considered they were more autonomous than before. The
teachers agreed that learners seemed more autonomous thanks to the personal
project and the blended learning system. Concerning absenteeism, 69% declared
they had come to all or all but one class. To finish, the learners indicated that the
teachers had met their expectations (97%).

5.2. Consequences for Cycle 2

Based on these results, the course in Cycle 2 will offer the same balance between
general and specialised English. More attention will be paid to grammar in face-
to-face classes with the lower-proficiency Y1 group, as the learners indicated
dissatisfaction in this area. We will attempt to encourage more production in
face-to-face classes as the activities of Cycle 1 were too ambitious and left little
time for student production. More choice will be given in Y3 with the selection
of some content of the syllabus by students. Particular attention will be devoted
to the online modules, considered as the weak point of the new course as they
were rated 2.7 on average by learners. It can be accounted for by the difficulty
for Y1 students to access the modules and some technical problems and human
errors (e.g. spelling mistakes in auto-corrective exercises). We will shorten the
classes and make the structure of the course clearer to learners as in the feedback
sections the majority of learners found the online modules too long and some
learners were sometimes confused as to when to come to class. To finish, more
collaborative work will be introduced by Y2 teachers, at least when it comes to
the definition of the objectives of the course.

6. Conclusion

The results indicate the new course helped us reach the majority of our objectives.
Even though this action-research project is not over, we can already state that
the framework and the methodology we adopted to re-design and evaluate the
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LANSOD course were highly instrumental in its success. The needs analysis,
which was structured around the theoretical and methodological guidelines of
the dynamic and complex system approach, helped us characterise the existing
learning environment, identify the main problems, and then make appropriate
decisions. It led us to conceive a course whose key aspects were specialised
content, the articulation between face-to-face classes and online modules, and
the personal project. At the end of the action-research cycle, we hope to assess
the transferability of our theoretical and methodological framework, as well as
establish which pedagogical components could be easily transferable to other
LANSOD courses (such as the blended system and the personal project).
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Designing and implementing ESP courses
in French higher education: a case study
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Abstract

his chapter reports on the design, implementation and evaluation
Tof an English for Specific Purposes (ESP) course for dental
students at the University of Bordeaux. We give an overview of the
‘English for Dental Studies’ courses taught from second year through
to fifth year before focussing on the fifth year course in which the
students’ task is to present a case treated on clinical attachment. By
following the schema of Cheng’s (2011) ‘basic considerations’, we
will briefly describe the process from needs analysis and identification
of learning objectives, to designing materials, learning tasks, and
assessment criteria, with a focus on methodologies. Feedback from
students via questionnaires is analysed in order to compare their
perceived needs and expectations pre-course with their impressions
after the course. Finally, we explore the gains that can be made by
both ESP specialists and disciplinary teachers in the context of

internationalisation in the French higher education system.
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Chapter 4

1. Introduction

ESP has traditionally been considered as a “practitioner’s movement” (Johns,
2013, p. 6) focussing on learner needs and pedagogical applications and Hyland
(2013) has referred to it as “research-based language education” (p. 107).
Learner needs are established by discourse analysis, genre analysis, and study
of professional communities, with much work carried out on identifying the
rhetorical and linguistic characteristics of various types of specialised discourse
and on describing the way in which different discourse communities function
(Hyland, 2013; Swales, 1990). In France, ESP has often been separated into
two strands: a teaching strand (LANgues pour Spécialistes d’Autres Disciplines)
and a discourse strand (anglais de spécialité), with the latter drawing more
attention from research communities. However, Swales (2011) has argued that
“we have had, over the 50 year history of ESP, all too little careful research in
what actually happens in our classes” (p. 273). Belcher (2013) confirms that
“some in ESP might well argue that the community that ESP professionals know
the least about is its own” (p. 544). Descriptions of course design and material
development are often dated and as new courses are put in place, it could be
argued that ESP specialists do not always take the time to reflect on their practice
and build on this experience within the frame of action research. Belcher (2013)
points to this lack of analysis when she questions “How do ESP specialists know
that what they do results in the learning outcomes that they and their students
desire?” (p. 544). It may be that student needs, and course design and materials,
have been less researched than specialist discourse yet both domains are closely
linked and indeed the former stems from the latter. Johns (2013) refers to the
early work of Dudley-Evans and St John (1998) where the key roles of the ESP
specialist are described as being teacher, course designer, materials provider,
collaborator (with subject specialist), researcher, and evaluator. Here, we view
an ESP course from these multiple perspectives. Indeed, ESP course design goes
hand in hand with research as the ESP specialist assesses needs, analyses target
genres and language use in the community of practice and designs appropriate
materials from specialised corpora which will draw attention to certain linguistic
conventions. While it has been pointed out that not all ESP teachers are prepared
or trained for this (Belcher, 2006; Van der Yeught, 2010; Wozniak, Braud, Sarré,
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& Millot, 2015), in the Département Langues et Cultures (DLC) there is a
strong ethic of team-teaching, reflective practice, and research-driven pedagogy,
enabling ESP novices to ‘train on the job’ and encouraging more experienced
ESP teachers and ESP researchers to share their expertise.

ESP courses traditionally begin at undergraduate level with general English
for academic purposes or study skills and then move to more subject-specific
conventions as students acquire more disciplinary expertise. Hyland (2013)
describes the ESP teacher’s role as “identifying the specific language features,
discourse practices and communicative skills of target groups™ (p. 6). This begs
the question then of how much actual domain-specific expertise is required
of ESP teachers? Indeed, this question was asked in the early days of ESP.
Robinson (1991) argued that ESP teachers should not try to be ‘pseudo-teachers’
of subject matter and in the first volume of the French ESP journal, 4Sp, Tony
Dudley-Evans (1993) entitled his article Subject Specificity in ESP: How much
does the teacher need to know of the subject?. He comes to the conclusion that
knowledge of a community, its discourse, and genres is more important than
very specific content knowledge although the teacher obviously needs to take an
interest in and be curious about the subject matter. As we will see below, the role
of the ESP teacher in the ‘English for Dental Studies’ courses at the University of
Bordeaux moves from providing disciplinary-related materials accompanied by
scaffolding activities to increased collaboration with the subject specialists and
investigation of more specific disciplinary discourse.

In this chapter, we aim firstly to explore how needs analysis can inform task
design and evaluation formats to respond to what Hyland (2002) has termed the
students’ ‘demand for personal relevance’. Wozniak and Millot (2016) have also
emphasised the need for professional relevance and acquisition of a disciplinary
and professional culture in English. We also focus on materials, activities,
and tasks to explore how an ESP course can raise awareness of specialised
language through noticing tasks (Ortega, 2015) and enable students to express
their “already established disciplinary expertise” (Whyte, 2016, p. 14). Hyland
(2011) points out that learners acquire features of the language as they need
them and therefore this type of specific approach is more motivating. Finally,
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we also investigate whether a student’s expertise in the discipline can influence
their language competence. Whyte (2013) describes how the level and currency
of content knowledge and its centrality in the life of the user can influence the
development of the discourse domain. A questionnaire was thus used to gather
the students’ perceptions on how they had achieved the task and their opinion on
other aspects of the course. Their answers also enable us to analyse how teacher
feedback on performance can be provided without impairing the students’
motivation and self-confidence.

2, Needs analysis
2.1. The context

The DLC at the University of Bordeaux provides English courses for a cohort
of some 100 students admitted into the School of Dentistry after a first medical
foundation year®. Dental studies are divided into three stages in France: the
first undergraduate stage covers first to third year, the second postgraduate
stage fourth to fifth year, and the third clinical stage sixth year and beyond
(a maximum of four years). Ministry guidelines* stipulate that by the end of
the undergraduate stage, dental students should be able to read and present
scientific texts written in English and that they should attain a B2 level of
competence according to the Common European Framework of Reference
for languages (CEFR). At the beginning of their English course at the DLC,
second year dental students take a language placement test’. Out of the 96
students who took the test in 2017, only 19% attained this level or above,
indicating that the English programme should cater for their needs in general
English as well as English for specific purposes. It should be noted that the
students’ levels in English were above the national average in France, where,

3. Premié¢re année commune aux études de santé (PACES)
4. http://www.enseignementsup-recherche.gouv.fr/pid20536/bulletin-officiel.html?cid_bo=71552&cbo=1

5. The Oxford Quick Placement Test

54


http://www.enseignementsup-recherche.gouv.fr/pid20536/bulletin-officiel.html?cid_bo=71552&cbo=1

Susan Birch-Bécaas and Lalra Hoskins

according to a European Commission’s (2012) survey, only 14% of students
attain a B1 level or above by the time they leave high school.

Before discussing the fifth year English course and the focus of this chapter
in detail, it is necessary to situate it within the wider programme of courses in
‘English for Dental Studies’ that are provided in the second to fourth years of
study. There is no provision for English in the first medical foundation year of
dental studies during which students in France from across the health sciences
take a cross-disciplinary competitive entry exam into medicine, midwifery,
pharmacy as well as dentistry. Table 1 sums up the changing focus of the
‘English for Dental Studies’ courses at the University of Bordeaux. As students
gain disciplinary knowledge and skills and move toward their future profession,
the English courses thus progress towards more disciplinary and professional
objectives. Whereas the second and third year courses aim at developing a broad
range of communication skills, with the emphasis shifting from understanding
and interacting in second year to expressing oneself at length in third year, the
fourth and fifth year courses are project-based courses. In fourth year, students
have the task of assembling a small corpus of research articles that respond to
a specific problem encountered in clinical practice. They must read and review
the literature before presenting it to an examining panel and their peers. This
task runs parallel to a disciplinary course the students follow in their fourth year
entitled Lecture Critique d’Articles, where they learn to read research articles
critically. Finally, in fifth year, students present a clinical case that they have
treated during hospital attachments. As we shall see later, these tasks were
devised by the English teachers in collaboration with disciplinary lecturers.

The organisation of the ‘English for Dental Studies’ courses reflects this shift
towards disciplinary competence and autonomy, with weekly structured contact
hours in second and third year, divided between the classroom and the language
centre, where resources and activities are tailored to individual learner profiles
(there is no ability grouping for the classroom hours). In fourth and fifth year,
students have fewer structured contact hours to allow them to work on their
English projects in the language centre, and the contact hours they have are both
in a classroom and tutorial setting, spread over the semester.
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Table 1. ESP Courses from first to fifth year dentistry
Organisation and Tasks and Assessment | Class materials
Objectives
Year 1 | Medical foundation year; no English instruction
Year2 | <+ 30-hour blended * Receptive skills test ¢ Video and text
learning course (reading, listening, (popular sources)
. grammar, vocabulary, provided by
* Developing pronunciation) teacher with
communication . accompanying tasks
skills for dentists * Continuous and communicative
. h}ter‘ac.ting orally with 2?;:;2:163;,6 scenarios
disciplinary peers skills (written
* Learning to learn leamlng dlag,
oral interaction)
Year 3 |+ 30-hour blended * Productive skills tests | * Video and text
learning course (written blog post and | (popular sources)
. . oral presentation) and disciplinary
* Informing patients texts provided
about a dental condition | * Continuous by teacher with
* Presenting a dental giizsjglﬁig Sokfms accompanying ta_sks
topic to peers (oral interaction) and communicative
scenarios
* Discovering
disciplinary resources
Year 4 | +20-hour blended * Productive skills test | ¢ Disciplinary texts/
learning course (oral presentation) figures provided
. o by students
« Using disciplinary and teacher.
texts to explore a Accompanying
problem encountered tasks and
in clinical practice communicative
» Communicating on Scenarios
and discussing findings
with disciplinary peers
Year 5 | *20-hour blended * Productive skills test | e Disciplinary texts
learning course (oral presentation) (case studies and
) photos) provided by
* Reflecting on students and teacher
clinical practice
. * Accompanying
« Telling the story of tasks and
a clinical case communicative
* Discussing treatments scenarios
with peers
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2.2. Learning objectives (fifth year)

As we have just seen, the objective for fifth year students is to be able to present
a clinical case to their peers and dentistry lecturers. To discuss the needs of the
students for this new course, the team of ESP teachers met with the dentistry
lecturers. This gave us the opportunity to take stock of the courses and materials
used with second, third and fourth year students. We were also able to underline
the specificity of the ESP courses and the complementarity of blended learning
where time spent in the language centre could be dedicated to more personalised
objectives, discussion workshops, cultural events, tandem pairings, activation or
consolidation of specific language skills, general English, and Test of English for
International Communication (TOEIC) preparation, etc.

Our colleagues from the school of dentistry were able to give us an insight into
the hospital context and the students’ work there. These expert members of the
community gave their perception of the student’s academic and professional
needs and were able to draw parallels with the academic tasks which were
required of the students in French that year (notably the ‘CSCT’¢ oral exam in
which students are given a case which they must analyse and present to their
teachers). The consensus was that the students should work on tasks related as
much as possible to their clinical practice as this was to be the main focus of their
fifth year of study and seemed to be a logical progression from the tasks carried
out in fourth year. Indeed, in the fourth year, when students were asked to mingle
with their peers and recount ‘an interesting/difficult/original/challenging case,
etc.” seen at the hospital, we had noted their motivation and enthusiasm and this
seemed to be what students enjoyed talking about most. The ability to discuss
cases in an English lingua franca context or being able to present a case study at
a conference are part of the students’ disciplinary and professional socialisation.
The dentistry colleagues agreed that the rhetorical and communicative skills
gained in the ESP course might assist students in their French CSCT exam. At
the same time, for the ESP specialists, it was hoped that this task-based approach
would enable the students to draw on and express their disciplinary knowledge.

6. Certificat de Synthése Clinique et Thérapeutique.
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It was decided that the examining panel for the case study presentation would
consist of both the ESP teacher and the dentistry lecturer and that a session of
team-teaching with the dentistry colleagues presenting a case to the students
would heighten the latter’s motivation. In terms of timetabling English
instruction, students would have to be allowed enough time in their already
dense schedules to work on their English projects and hospital placements
remained the priority. Consequently, we decided to see the students for two input
sessions at the beginning of the course and then two tutorial sessions where the
students, in pairs, could report on the progress made on their project and receive
individualised feedback by rehearsing their presentation. A final input session
was programmed in the weeks leading up to the final presentation. For the rest
of their 20-hour course, students could work semi-autonomously in the language
centre.

3. Materials, activities, and tasks
3.1. A genre approach

The objective of the first session is to familiarise the students with the top-down
structure of a case study — the elements which are to be presented and the typical
order in which they are found. The students thus examine the practices of their
community and discover the conventions of the case study genre. The input is
accompanied by activities, for example students work collaboratively to re-
order several ‘jumbled’ case reports taken from the British Dental Journal and
match them to their figures. Analysis of the different steps, rhetorical functions,
or ‘moves’ can then be checked against a template provided by the dentistry
teachers which advises students on conventions (Figure 1). Hyland (2015)
has warned against ‘constraining templates’, but at this level the scaffolding
provided enables students to structure their information, follow the norms of
their community, and imitate these highly conventionalised productions. From
this perspective, genre analysis “provides non-native speakers with the linguistic
and rhetorical tools they need to cope with the tasks required of them” (Dudley-
Evans, 1997, p. 62).
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Figure 1. The typical macro-structure of a case study

First visit Clinical ination Di i Treatment Treatment Prognosis
socio demographic exo-buccal / endo- Plan Progress / Follow-
characteristics / chief buccal / radiological / Outcomes up
complaints / dental history occlusal analysis

/ medical history

Now aware of the framework, the students need to analyse how these steps are

achieved linguistically. They mine the mini-corpus of case studies for frequently
occurring language clusters, searching for lexico-grammatical patterns and
linguistic conventions used for the rhetorical functions (describing the patient’s
profile, giving the reason for referral, charting the medical history, etc.). Students
work collaboratively to enter their findings into a shared file online, leaving by
the end of the session with a lexicon for presenting a clinical case. The students
examine and report back and this explicit analysis of examples contributes to
raising awareness of certain patterns.

3.2.  The written to oral register

After working on examples of written case studies, students are encouraged to
think about how they could convey similar information orally to both dentists
and non-dentists, as they will have to do in their final presentations. Students
are given the task of sorting cards containing similar information into three
categories of register: (1) what you might write in a scientific journal, (2) what
you might say to another dentist, and (3) what you might say to a non-dentist
(for one example, see Table 2). In their current and future practice, French dental
students are most likely to find themselves in situations of the third type, in
explaining treatments to non-Francophone patients. Due to the difficulty in
accessing authentic examples of utterances of the last two types, we formulated
oral alternatives to excerpts from the written case studies read in a previous class
by the students. Based on observations made by Carter-Thomas and Rowley-
Jolivet (2003) on the syntactic differences between the written genre of a
proceedings article and the oral genre of a conference presentation, our suggested
paraphrases include a higher frequency of active structures, personal pronouns,
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there structures, pseudo-clefts, and shorter, less dense syntactic chunks than are
present in the written case reports. Our paraphrases for non-dentists endeavour
to offer alternatives to medical jargon that lay people would understand. Once
the students have classified the items according to register, they are invited
to notice the syntactic differences between the three styles, which leads to a
discussion. For some written excerpts, we offer no oral paraphrases, leaving
cards blank for students to put forward their own suggestions once they have
finished classifying the items we provide. In this way, students are sensitised
to the differing styles of the oral and written register in English, and are given
linguistic strategies to avoid ‘talking like texts’ during their final presentation.

Table 2. Register activity

what you might write what you might say what you might say
in a scientific journal to another dentist to a non-dentist
The patient was prescribed = We prescribed the patient | We put the patient on
a course of prophylactic a week’s course of antibiotics for a week
antibiotics (amoxicillin 500 | prophylactic antibiotics — | to prevent any infection
mg TDS and metronidazole  amoxicillin 500 mg TDS and sent her home.
200 mg TDS) for one and metronidazole 200 mg
week and sent home. TDS, to be more specific.
Then we sent her home.

3.3.  Peer-to-peer instruction and feedback

In addition to raising awareness of the distinct language forms of the oral genre,
the classroom sessions also encourage the students to reflect on the linguistic
features that accompany another semiotic mode of oral presentations: visuals.
For the communicative task at hand, students will have to walk the audience
through their interpretation of X-rays and photographic images to help them see
the salient parts related to treatment choices. To this end, we developed a series of
communicative activities that elicit the language seen previously (Ortega, 2015)
and give students a chance to practice and consolidate appropriate language forms
while the teacher guides and facilitates interaction by monitoring the students as
they complete the tasks with their peers. The group work also allows for peer
feedback on subject content as students will comment and ask questions about
each others’ cases and indeed help each other with language difficulties. These
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activities also exploit resources provided by class members, who are as Belcher
(2006) says “the most significant subject-area resources in an ESP class” (p. 172).

3.4. Phonology issues

Phonology issues are another essential aspect of oral presentations in the target
language that the English course for fifth year dental students seeks to address. In
the time available for the course, it would be over-ambitious to aim to remediate
all the phonological difficulties encountered by our French-speaking students.
It was therefore decided that one session should focus on awareness-raising of
critical pronunciation issues for French speakers of English and providing the
learners with the tools they needed to overcome them. They are thus introduced
to online pronouncing dictionaries like www.howjsay.com and www.youglish.
com and shown how to use them, before checking the words they will need for a
micro-speaking task. The concept of shadowing, whereby learners listen to and
imitate the prosodic patterns of native speakers, is also explained to them as a
way of improving prosody over time. We identified the key areas of difficulty
where transfer from the L1 is likely. These included vowel sounds, word stress in
transparent words (highly abundant in dental English), and prosody, which tends
to be flat. To tackle these issues, we designed a series of scenarios that culminate
in a micro speaking task, where students record their own productions, using
their smartphones, to be sent to the teacher for personalised feedback during one
of the tutorial sessions.

3.5.  An example of Content and Language
Integrated Learning (CLIL)

Another phase in the course is team-taught by the ESP teacher and dentistry
teacher in a CLIL format; for more discussion of the varying degrees of CLIL
see Taillefer (2013) and the Lanqua Project’. During this phase the dentistry
teacher presents a clinical case to the students and engages in discussion with
them. Although the students listen with interest to the case, they seem to pay

7. http://www.celelc.org/projects/Past_Projects/lanqua/index.html
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little attention to how things are done linguistically. The ESP teacher’s role
is therefore to give more explicit guidance on how to produce the genre. As
Hyland (2011) says, “ESP teachers cannot rely on subject specialists to teach
disciplinary literacy skills as they generally have neither the expertise nor the
desire to do so” (p. 9). However, the participation of the dentistry teachers in
the ESP classroom also has the advantage of creating an English as a Lingua
Franca (ELF) environment where the focus is on communicative competence.
The students, who will be more likely to interact with other non-native speakers
rather than native speakers in their professional practice, are thus in a more
realistic and less threatening situation where clarity and effective communication
take precedence over native-like competence. The students are motivated to see
their dentistry teachers ‘playing the game’ and are possibly reassured to see that
their own level of English can compare quite favourably with these researchers
who participate in international conferences.

3.6. Tutorial sessions: individualised feedback

Individualised feedback is given in the tutorial sessions. For the first session,
the students come with the materials they have gathered on their case (photos,
x-rays) and describe it informally to their teacher. In the second tutorial, the
students give a complete run-through of their presentation and are thus given
feedback on structure, content, slides, pronunciation, delivery, accuracy of
grammar and vocabulary, and overall clarity. As Whyte (2013) notes, “it is
often the case that feedback on student performance in ESP and other language
courses comes too late for reflection and improvement” (p. 15). It was therefore
decided that feedback in the form of progress checks should be fully integrated
into the course.

4, Assessment

For the final presentation, the examining panel is composed of the ESP teacher
and a dental researcher, and the students deliver their presentation in front of
their peers. The assessment criteria for the oral presentation are provided to
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the students in the penultimate class of the course. The criteria aim to take
into account the multimodal nature of an oral presentation (Carter-Thomas &
Rowley-Jolivet, 2003) by evaluating the accessibility and intelligibility of the
English, the scope and accuracy of the grammar and vocabulary, the content and
structure, the student’s communication skills, the quality of their slides, and how
well they deal with questions. Students are also assessed on how well they have
applied the communication strategies highlighted by the course. The assessment
grid® not only aims to harmonise grading practices among the eight different
teachers on the examining panels, but is also designed to provide an itemised
feedback report for the students on their performance. The criteria are broken
down into five main areas, with each area earning the student a maximum of four
points. The items reflect the objective of ‘non-native fluency’ rather than ‘native
likeness’ (Pilkinton-Pihko, 2013). According to these criteria, students who give a
B2 level performance or above and who fulfil all the content and communication
criteria can achieve a mark of 20. Students in the audience are encouraged to
ask questions after each presentation, with the incentive of earning 0.5-1 bonus
points toward their own presentation grade. The presentations usually generate
many questions from the peer audience as well as rich discussions with the dental
professional on the examining panel. The latter’s perspective is invaluable for
assessing the disciplinary content, but it is the ESP specialist who focusses on
the linguistic and communicative dimensions.

5. Course evaluation

At the end of the first class, the students completed an online questionnaire’.
This pre-course questionnaire focussed in part on what Cheng (2011) has
termed ‘social milieu’, that is to say the students’ expectations of the course,
their attitudes towards English, and the pertinence of the task, etc. Questions on
their pre-course knowledge of clinical cases (structure, grammar, vocabulary,
communicative strategies, and use of PowerPoint, etc.) would then allow us to

8. Supplement, part 1: https://research-publishing.box.com/s/adeudwll4uz7fh38g2qs 1 rjzmecqs08k

9. Supplement, part 2: https://research-publishing.box.com/s/adeudwll4uz7th38g2qs1rjzmecqs08k
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compare with the post-course responses as students are led to reflect on how they
accomplished the task. The post-course questionnaire was completed at the end
of the final presentations!’.

5.1.  Analysis of student feedback

The feedback from the post-course questionnaire showed that in general the
course was a positive experience for learners (Table 3). A majority of students
had a positive opinion of the course and felt that they had succeeded in the final
task, progressing both in English, in general, and, more especially, in scientific
and professional communication.

Table 3. Post-course student feedback
AGREE DISAGREE | NEUTRAL |TOTAL
Positive course experience |48 4 10 62
ESP progress 47 8 7 62
EFL progress 35 13 12 60
Success in final task 49 6 6 61
Disciplinary boost 36 12 14 62
Tutorials helpful 50 7 5 62
Course materials helpful 46 6 10 62
Coll.abo.ration beneficial/ 52 1 9 62
motivating

The students’ responses also highlight the importance of the ‘discourse domain’,
as we saw earlier. They felt that their disciplinary proficiency had helped them
overcome difficulties in English and successfully complete the task. This was
particularly apparent among the students who perceived themselves as ‘weak’
(Table 4). The weaker students felt their content expertise compensated for
difficulties with English. However, almost half the group saw themselves as
average and were divided equally in considering content knowledge only, or
language and content skills combined as equally important in task success.

10. Supplement, part 2: https://research-publishing.box.com/s/adeudwll4uz7th38g2qs1rjzmecqs08k
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Almost half of the more proficient students also thought language and content
strengths contributed equally. These students were also much more likely than
other students to attribute their success to their language skills, with just under a
third of them choosing this option. This was the only group to include students
who thought language skills more important in their success, though a similar
number chose the content option.

Table 4. Attribution of task success according to EFL proficiency

ATTRIBUTION language | % |language |% |content |% | TOTAL | %
of TASK SUCCESS |only & content

strong students 6 29 |10 45 |5 24 |21 34
average students 1 4 14 54 |11 42 126 44
weak students 0 0 2 18 |9 82 11 19
TOTAL 7 12 126 44 126 44 159

It also appears that the course itself also helped the students overcome their
difficulties. Table 5 clearly shows that the students felt more able to present a
clinical case to their peers at the end of the course than at the beginning.

Table 5. Self-assessed skills before and after the course

AGREE |DISAGREE |[NEUTRAL | TOTAL
Ability to present | 29 22 20 71 pre-course
a clinical case 44 10 7 61 post-course
Knowledge of 29 24 19 72 pre-course
clinical case 56 2 4 62 post-course
structure
Vocabulary 15 35 22 72 pre-course
proficiency 42 4 16 62 post-course
Phonology 12 44 16 72 pre-course
proficiency 35 13 14 62 post-course
Grammar 14 45 12 71 pre-course
proficiency 33 14 15 62 post-course
Communication 17 34 20 71 pre-course
skills 37 8 17 62 post-course
Confidence 17 45 10 72 pre-course

29 23 10 62 post-course
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The materials and tasks used appear to have contributed to this outcome, as we
will now see.

At the outset, the students’ knowledge of the structure of a clinical case
presentation seemed sketchy and perhaps limited. However, by the end of the
course, the vast majority felt they understood the organisational norms of this
type of presentation, suggesting that our genre approach was effective. Similarly,
they felt more able to use the appropriate lexical, grammatical, and to a lesser
extent phonological features of this type of discourse at the end of the course than
at the beginning. This improvement in their self-evaluated skills would seem to
indicate that tasks such as mining corpora and pronunciation awareness activities
do have a positive impact. The English course also seemed to be the context
where communication skills were given special attention and students felt better
equipped in these cross-disciplinary skills. The ELF classroom environment
seemed to encourage communication and peer-to-peer interaction as the gains
in confidence show. The CLIL element and our collaboration with our dentistry
colleagues was also perceived in a positive light by the students (Table 3). This
collaboration had a further beneficial effect for our dentistry colleagues as for
some, it was a first step towards EMI (English Medium Instruction). Four of
them were encouraged to follow the Teaching Academic Content in English
(TACE) course run by the DLC for Défi International at Bordeaux University,
as internationalisation becomes a key strategy for the university. However,
overall, we are cautious not to over-extrapolate from these results given that our
questionnaire was based on a seven-point Likert scale that could have induced
a bias.

One particularly valuable aspect of the course, according to the students, was
the tutorial sessions (Table 3). The students indicated that the progress checks
and individual feedback provided in this setting played a key role in their
performance, an opinion which was shared by the ESP teachers who taught the
course. In summary, the combination of classroom instruction, personalised
feedback, and semi-autonomous project work was coherent and effective for
these students and their context. The efficacy of this blended format is in line
with Hattie’s (2008) meta-analysis:
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“ideally, teaching and learning move from the task to the processes
and understandings necessary to learn the task, and then to continuing
beyond it to more challenging tasks and goals. This process results in
higher confidence and greater investment of effort. This flow typically
occurs as the student gains greater fluency and mastery” (p. 177).

6. Conclusion

If we refer back to the research questions that guided our study, it would seem,
first of all, that the needs analysis helped in designing a course with academic
and professional relevance, enabling students to draw on and communicate
their disciplinary expertise. The programme from first year to fifth year is thus
characterised by a shift in focus and input as students gain more disciplinary
specialisation and play a more active role in their professional community.

Secondly, the post-course questionnaire indicates that the students had integrated
the specific language features targeted in the activities and tasks. This, together
with their disciplinary expertise, helped students successfully complete the task.

Finally, students perceived the individualised teacher feedback in the tutorial
sessions to be highly beneficial. The development of this course has also led us
to reflect on our role as ESP specialists, our domain of expertise, and how we
can collaborate with subject specialists. From an institutional point of view, the
collaboration with our dentistry colleagues has given us greater visibility and
recognition within the faculty.
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Abstract

his study seeks to understand student attitudes towards English
Tfor Specific Purposes (ESP) courses. Such courses were
conceived, in part, under the belief that they would be inherently more
motivating as they, ideally, correspond directly to students’ interests
and needs. Rather than accepting this notion at face value, this paper
posits that a thorough analysis of student behaviours and attitudes
in ESP courses is required to fully understand their effectiveness
in terms of their capacity to motivate students. To do so, this paper
suggests studying motivation through the lens of the Complex
Dynamic Systems Theory (CDST). This theory allows for the analysis
of motivation as a dynamic phenomenon, strongly dependent on all
the factors present in a given system, namely, a language classroom.
Questionnaires, interviews, and observation data were used to analyse
student motivation in English for Arts and General English (GE)
courses at a large, public university in France. Results indicate that
students were mostly indifferent to the specialised elements of their
language courses and that their motivation was more dependent on the
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Chapter 5

1. Introduction

Courses of ESP were conceived, in part, as the result of an interest in student
learning motivation: these courses were thought to be inherently more motivating
as they, ideally, correspond directly to students’ interests and needs (Hutchinson
& Waters, 1987). Despite some findings supporting this claim, Brown (2007)
tells us that it has largely been accepted at face value with little evidence to back
it up. Brunton (2009) reinforces this point with his argument that, when given a
choice, students often prefer GE courses to ESP ones.

Therefore, the objective of this study is to determine precisely what elements affect
student motivation in ESP courses. This paper relies principally on CDST; this
theory, combined with other theoretical constructs, allows for a thorough analysis
of a learner’s attitudes at a given moment and an understanding of how they are
influenced by numerous factors in and out of the learning environment (Larsen-
Freeman, 2015). After summarising some major developments in motivation
research, we examine a small sampling of studies conducted under the CDST and
how their findings apply to the ESP context. Research methods are presented with
data from a study conducted in ESP courses at a French university; the results are
compared with GE courses to determine how student attitudes differ.

2. Review of literature

Gardner’s (1960) Socio-educational Model (SM) has long dominated studies
in L2 learning motivation in various contexts, including ESP (Ushioda, 1996).
Its main tenet is integrativeness; a strong integrative orientation comes from a
desire to identify with people of the L2 community and often leads to a strong
learning motivation. The model also includes an instrumental orientation,
occurring when one studies a language for professional gain or due to another
external force (Gardner, 1960).

Applying the SM to ESP courses at a Yemeni university, Al-Tamimi and Shuib
(2009) used questionnaires and interviews to classify student motivation.
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Participants reported strong instrumental orientations, such as learning English
for their future jobs, with many reporting negative feelings towards the L2
community. While this study provides useful insights on the general attitudes
of these students, researchers have called for more thorough analyses of the
learning environment, given its capacity to cause frequent motivational changes
during a lesson (Bier, 2013; Lavinal, Décuré, & Blois, 2006).

Responding to this call, Dornyei (2009) devised the L2 Motivational Self-
System (L2MSS) to focus more directly on a learner’s attitudes towards the
classroom environment. The model contains several constructs, but this study
will focus on how motivation is affected by the L2 Learning Environment
(L2LE): this construct includes relationships with one’s peers and teachers, the
layout of the classroom, the nature of the learning activities, and innumerable
other factors that can affect students’ attitudes towards learning. To understand
how L2LE elements work with other factors and translate into classroom
behaviours, this study draws from past research using the CDST; this theory
represents an effective framework for analysing the motivating elements present
in ESP courses, given its insistence on classroom experiences and real-time
observations (Henry, 2015; Waninge, 2015).

While studying high school students in a foreign language classroom, Waninge
(2015) asked students about the emotions they felt during their lessons. Among
the most cited emotional states were interest (leading to active participation
in the classroom), boredom (leading to disengagement), and neutral attention
(leading to passive listening). With many participants, Waninge found that
interest was the result of contextual factors, such as learning activities, the
teacher, and peers. Interest was also sparked when activities related to students’
personal interests and pre-existing non-language goals. While this latter finding
may point to the potential for ESP to stimulate student interest, the former most
definitely shows the need to consider all factors in the classroom when studying
student engagement.

Other CDST studies reinforce the need to analyse all elements in a classroom
and point to the fact that course content and activities are only part of the
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countless factors affecting motivation. Such conclusions indicate that future
research should depend more on class observations to have a more detailed view
of participant behaviours (Henry, 2015).

Building on the findings of these CDST experiments, the present study includes
classroom observations that focus directly on student participants, in addition
to interviews and questionnaires, in both ESP and GE courses, to answer the
following research questions:

*  What elements do students find motivating in their language courses?

* How do these elements differ between ESP and GE courses (using
English for Arts as a case study)?

3. Methods

This study was conducted at Paris 8 University in France during the 2016/2017
academic year, with students in English for Arts courses at A2 and B1 levels.
These courses are designed based on the teacher’s area of expertise and
experience, sometimes in consultation with the Arts department. The levels are
based on the Council of Europe’s (2001) framework for language proficiency.
To provide a basis for comparison, motivation data from students in GE courses
were also included.

In order to increase the validity of our results (Dornyei, 2011), we used a mixed
methods approach — via questionnaires, interviews, and observation schemes —
for collecting data on student motivation and attitudes in their English classes.

3.1.  Questionnaire
The motivation questionnaire we used was adapted from previous L2MSS

studies (Brander, 2013; Tort Calvo, 2015; You & Ddrnyei, 2016) to create a
tool for studying learner attitudes towards the learning environment. The final
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version of the questionnaire contained 27 items. As this data is part of a larger
study, only answers from the six questions measuring the L2LE are reported
here®. A seventh item was eliminated from consideration due to an anomaly in
the printed version. The questionnaire was given to students in French and was
distributed to some via email and to others in paper format. In total, it was sent
to 42 GE A2 students, 64 GE B1 students, 55 ESP A2 students, and 61 ESP Bl
students. Their participation was optional.

It was deemed necessary to provide a shorter questionnaire than was used in
past studies, given a low response rate of about 50% from the pilot session.
Nonetheless, special care was given to assure a fair representation of the different
constructs.

3.2. Class observations

All class observations were conducted by the first author of this paper, in courses
of ESP and GE at the A2 and B1 levels. An adapted version of the observation
scheme used by Guilloteaux and Dornyei (2008) was used to track motivation
during the language courses, operationalised as visible student engagement®.
Observing learning engagement is a common approach to studying classroom
or task-based motivation, as student participation in learning tasks is indicative
of the willingness and persistence often associated with motivated students
(Guilloteaux, 2007).

In each class, one student was chosen as the focus of the observations to
understand behaviours in a more in-depth way (Henry, 2015). A convenience
sampling strategy was deemed most appropriate for identifying participants,
given the importance of interviewing students immediately following a lesson
(Henry, 2015). First, students had an opportunity to say they did not wish to
participate in interviews or observations. Next, the researcher asked students who
would not be available for an interview directly after the lesson; these students

3. See ‘The questionnaire’: https://research-publishing.box.com/s/w2tk0Ooe7royle3qw90ceoueulconswer

4. See ‘The observation scheme’: https://research-publishing.box.com/s/w2tkOoe7royle3qw90ceoueuOcInswer
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were immediately eliminated from consideration. Finally, as the researcher
needed to be in a discreet position within the classroom, only students who were
easily visible from such a position could be considered. Ultimately, these criteria
generally left only two or three possible participants in each group, from which
one was chosen randomly.

The student was observed throughout six three-hour lessons, which is the typical
duration of non-specialist language courses at this university. Behaviours were
then coded into three categories: passive engagement (A), active oral or written
participation (P), and disengagement (D). Category A was noted when students
reacted to stimuli, kept their eyes on the speaker, or copied information without
adding anything original. P was noted when students participated in group tasks,
actively completed individual work, and raised their hands, adding to class
discussion. Finally, D was noted when the student was not paying attention,
evidenced by checking their phone, sleeping, chatting with classmates about
personal matters, or staring away from the class. A last category (N) was also
created for non-academic time, to account for late starts or early endings to the
lesson.

3.3. Interviews

Each observation participant completed two interviews with the first author, one
in the first half of the semester, and another towards the end; semi-structured
interviews were used to assure that certain points were addressed while still
allowing students to express unexpected opinions (Drever, 2003). Questions
asked students to comment on the emotions they felt during their language
lessons and how their motivation fluctuated over the course of the three hours
and over the whole semester; students were asked to illustrate these fluctuations
with line graphs. Additional questions gathered information about students’ past
experiences learning English and how they planned to use the language in the
future (Henry, 2015). An indicative list of the principal guiding questions can be
found in supplement materials®.

5. https://research-publishing.box.com/s/w2tk0Ooe7royle3qw90ceoueuOcnswer
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As several participants expressed discomfort with the interviews being recorded,
notes were taken by the researcher, then interview data were emailed to
participants. Students verified the accuracy of their answers and could modify
them as necessary; this was done within twenty-four hours of the interview.

4. Results

The following tables contain a summary of the results of this study, focussing on
class behaviours. As stated, the interview and observation data come from one
student from each of the courses observed (one ESP Arts A2, one ESP Arts B1,
one GE A2, one GE B1). Table 1 below represents the number of respondents
for each questionnaire.

Table 1. Number of questionnaire respondents per group
Course ESP Arts A2 | ESP Arts B1 | GE A2 GE B1
Number of Questionnaires 55 61 42 64
Distributed
Number of Respondents 38 45 30 46
Response Rate (rounded | 69% 74% 71% 72%
to the nearest percent)

4.1. Questionnaire data

Table 2 shows the proportion of students’ positive reactions to different aspects
of the classroom environment. For example, the figure regarding teacher/student
relationship comes from the number of respondents marking 4 or 5 on the Likert
scale for that item. For True/False questions, the figure is based on the number
of respondents answering True. These results tend to show that students in all
groups have similar attitudes towards their courses, with most being positive.
Still, a majority do not feel a sense of excitement when going to class, and large
numbers admit to giving into distractions. Aside from these measures, it seems
many students feel their class is useful, practical, and that the teacher creates a
good classroom atmosphere.
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Table 2. Students’ positive reactions to the learning environment

Course ESPA2 |ESPBl1 |GEA2 GE B1
The teacher/student have 92.1% 100% 93.3% 91.3%
a good dynamic

I’'m excited about going 34.2% 15.5% 16.6% 26.1%
to class every week

I can ignore other distractions 52.6% 40% 66.7% 60.9%
during lessons

The course is useful and practical 92.1% 82.2% 96.7% 89%
The course corresponds to my level | 84.2% 71.1% 93.3% 84.8%

The questionnaire also contained one open-ended question related to the learning
environment, asking students to comment on an activity they found particularly
useful. This item was the only one without a 100% response rate. The answers
to this question are as follows.

In ESP A2, the response rate was 78.9%, (30 answers out of 38 participants).
Three respondents (=10%) referenced specialised materials. All other responses
described activities that helped develop general language skills; 16 students
appreciated oral activities, four mentioned listening comprehension, and others
covered skills such as pronunciation and grammar.

In ESP B1, the response rate was 51.1% (23 answers out of 45 participants).
Of these responses, three (=13%) contained references to specialised materials.
All other responses described activities related to general language skills; 13
talked about oral skills, two talked about general cultural knowledge, and three
referenced listening comprehension.

Of the responses in GE A2 (63.3% response rate, i.e. 19/30), most students
talked about general language skills; five focused on oral skills, five talked about
grammar, six referenced listening and reading comprehension. The remaining
responses discussed expanded cultural knowledge.

Finally, in GE B1 (76% response rate, i.c. 35 answers out of 46 participants)
most students talked about general language skills; 18 students talked about
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oral activities and presentations, six talked about listening and reading
comprehension, and five referenced grammar activities. A variety of other
responses were present, including general compliments of the teacher as well as
increased cultural awareness.

Overall, very little difference can be seen between groups: students from all four
groups reported their appreciation of similar activities (based on the development
of general language skills and on cultural knowledge) as well as the benefits of
such activities. Very few students (11.5% in total) in the ESP groups considered
specialised materials useful and, therefore, potentially motivating.

4.2. Interview data

The following figures present interview data, with students’ line graph
representations of motivational changes over the course of one lesson, in either
Week 3 or 4 of the course, and over the course of the semester.

Figure 1. ESP A2 Student 1’s motivational change over the course of a three-
hour lesson (3pm-6pm, solid line) and the semester (September-
December, dotted line)

1. ESP A2: Student 1
Super motivated ‘_—"’\J\
Pialainininiaiaiain K -TTm T = | —
’ r
,f
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,-

Not at all motivated

3pm/Sept 4pm/Oct Spm/Nov 6pm/Dec

In Figure 1, Student 1 reported entering the lesson with a high level of motivation,
as is her habit in most of her courses. This motivation fell slightly, however,
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when the teacher had them review an activity they had done the previous week,
as she felt frustrated at spending more time on an already completed task. This
resulted in a small motivation decrease throughout the three-hour lesson, as
the student reported the same complaint about other activities that day. Still,
her attitude remained relatively positive and she reported feelings of “joy” and
interest throughout the lesson, originating from her relationship with her peers
and all the new information she was learning. She described only rare moments
of disengagement, characterised by doodling in her notebook or checking her
phone; these were more out of habit than a problem with the lesson.

Regarding her semester-long motivation, she indicated starting the semester
with a relatively negative outlook for the course, as she had never liked
English classes and only took this one out of obligation. This attitude changed,
however, as illustrated by the steady increase in her reported motivation between
September and October, because the activities sparked an interest for her and she
appreciated that the course was specialised for art students.

Figure 2. ESP B1 Student 2’s motivational change over the course of a three-
hour lesson (12pm-3pm, solid line) and the semester (September-
December, dotted line)

2. ESP Bl1: Student 2

Super motivated

Not at all motivated
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As shown in Figure 2, Student 2 reported being very motivated at the beginning
of the lesson, because she always loved English and because the cultural lesson
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in the beginning was very interesting. The motivation fell, however, largely
because of the duration of the course; the student reported being too tired and
too hungry to pay attention. Moreover, she claimed a reading activity in the
second portion of the lesson was too easy to be motivating. The initial interest
was therefore replaced by fatigue and lassitude. Regarding moments of complete
disengagement, in which the student was on her phone or chatting, the student
said that it happens in all her classes when she must listen to a long speech or do
the same activity over a long period.

Figure 2 also shows that Student 2 started the semester with a medium level of
motivation. Though she did appreciate being in an ESP course, she claimed the
determining factor in her steadily increasing motivation over the semester was
her classmates; as the semester went on, they got to know each other better and
enjoyed doing group work together.

Figure 3. GE A2 Student 3’s motivational change over the course of a three-
hour lesson (12pm-3pm, solid line) and the semester (September-
December, dotted line)

3. GE A2: Student 3

Super motivated

Not at all motivated

12pm/Sept 1pm/Oct 2pm/Nov 3pm/Dec

Regarding Figure 3 and Student 3’s attitudes over the three-hour lesson, this
student reported always entering all her courses with low motivation. When class
starts and she has a task to complete, motivation increases. The increase was only
temporary, however, because she struggled to stay engaged over three hours.
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The high point was the result of group work, which she enjoys; this was the only
time she reported a positive emotion of interest. During the rest of the lesson, she
reported fatigue, from having to work for three hours, boredom from spending
too much time on difficult tasks, and indifference, for grammar and vocabulary
activities. Still, she does her best to never fully disengage; she uses her phone or
chats with friends only when activities become too difficult or too dull.

Figure 3 also indicates that Student 3 started the semester with a negative
attitude; she described never liking her English courses in the past and having
teachers that failed to spark her interest. This course, however, did motivate her
a little, because the professor gave students a very active role and presented
materials that were necessary for general, cultural knowledge. Her motivation
will never be very high, she explained, as she feels she will never use English in
her daily or professional life.

Figure 4. GE B1 Student 4’s motivational change over the course of a three-
hour lesson (3pm-6pm, solid line) and the semester (September-
December, dotted line)

4. GE B1: Student 4

Super motivated

Not at all motivated

3pm/Sept 4pm/Oct Spm/Nov 6pm/Dec

As can be seen in Figure 4, Student 4 entered the classroom highly motivated,
because he has always loved his English courses; he is also particularly engaged
whenever he can participate in a discussion. He initially lost motivation on this
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day, even to the point that he stopped working, because he was sick and tired.
Ultimately, he regained motivation at the end to complete a translation activity,
as he knew it would be important for an exam. He described that this day was
rather exceptional, given his illness; he described feeling ill during the lesson
and unable to concentrate. He still referenced interest, however, because he was
fascinated by the gender studies activities presented in this lesson. Otherwise,
moments of complete disengagement were normally out of habit, rather than an
actual problem with the course.

Student 4 also indicated being highly motivated all semester, but claimed that it
was difficult in October because he was busy with other courses and obligations
and could not focus on English work. In November, after failing the midterm,
he reported anger and discouragement. Moving forward, however, his interest in
class activities was enough to re-motivate him through December.

4.3. Observation data

Table 3 below contains percentages showing how often each student exhibited
each type of motivation over the course of 18 hours of observation, made up of
six three-hour observation sessions. It also shows how often students changed
between active and passive engagement and disengagement, and the average
number of changes per hour.

In ESP A2, Student 1’s interview answers (reported in the previous section)
reinforce her observed behaviours shown in Table 3. Six instances of
disengagement were observed, of which four corresponded to moments in
which students spent extended periods on one activity; in each of these cases,
the activity was a specialised activity, relating to art. The other two instances
occurred at the beginning of the class, as the teacher presented the day’s lesson;
these instances are likely explained by her comment about sometimes texting
out of habit. Instances of passive engagement occurred with highest regularity;
these seemed to correspond to the teacher’s instructions. When the students
were asked to participate in a small group discussion, Student 1 exhibited active
engagement; when they were asked to read, follow a video or participate in
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whole-class discussions, she was passive. These observations appear to be true
regardless of the activity, whether specialised to art students, general cultural
presentations, or grammar activities.

Table 3. Students’ observed motivational distribution over the semester. Note
that figures are rounded to the nearest whole percentage, meaning
some students’ data may add up to slightly more than 100%
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Student 1 (ESPA2) |31% 50% 2% 17% 81 3.7
Student 2 (ESP B1) | 18% 54% 11% 18% 99 4.6
Student 3 (GE A2) | 24% 45% 14% 18% 89 3.6
Student 4 (GE B1) |33% 37% 9% 21% 90 4.7

In ESP B1, the observations presented in Table 3 also echo what Student 2 said
in her interview. She had 34 observed instances of disengagement, accounting
for more than 10% of the 18 hours of observation; of these cases, 29 seemed to
have been triggered by completing an activity she deemed too passive, such as
reading or listening followed by answering questions, or by spending too much
time on an activity. Of these 29 instances, 20 occurred during ESP activities,
such as discussing a work of art or reading about an art movement. The interest
she expressed in cultural lessons carried over to other lessons as well, resulting
in long periods of passive attention, some lasting up to 30 minutes, when the
professor presented the cultural background of works of art to be studied.
Instances of active engagement, though numerous, were often short-lived.
While they did get increasingly longer later in the semester (some periods of
active attention lasting nearly 25 minutes in December, as opposed to short ones
around nine minutes on average in September), no instances of volunteering
information were observed; Student 2 only seemed to participate when in groups
or specifically asked by the professor.
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Student 3 (from the GE A2 group) exhibited the highest levels of observed
disengagement of the four participants, as illustrated in Table 3. The fatigue she
mentioned in the interviews seemed to be a major factor in her lessons, as her
disengagement was often marked by sleeping in class. The difficulty of the task
also seems to play a role; ten of the 15 observed instances of disengagement
occurred during speaking or listening activities. These numbers are in stark
contrast with the high levels of uninterrupted passive engagement, with some
instances as long as 45 minutes, relating to correcting pre-prepared work in
class, suggesting Student 3’s interest in less spontaneous tasks.

Finally, in GE BI1, Student 4’s motivation fluctuated considerably in the
classroom throughout the semester. His self-reported motivation illustrated
in Figure 4 appears to be an accurate representation of his attitudes during the
course, as only two instances of disengagement were observed in September;
one in December, and the remaining 17 during the lessons observed in October
and November. Student 4’s comment about being excited when participating
in discussions also rang true; his 35 instances of active engagement almost
exclusively happened during moments of class discussion and group work.
Indeed, the only times he was passive in class was when someone else was talking.

5. Discussion

The present study seeks to shed light on motivating elements in specialised
language courses to better understand their motivational value in relation to GE
courses. A combination of questionnaires, interviews, and classroom observations
helped to identify some elements of a course that students found motivating.
Considered together, the above results support Henry’s (2015) insistence on
considering numerous factors when analysing student motivation and validates
the use of CDST. Students reacted to the duration of the class, work with their
peers, the timing of class activities, and the structure of different tasks.

As mentioned previously, questionnaire data showed that students in all four
groups had mostly positive attitudes towards their courses (considering them
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useful and practical), even though most admitted not being excited about
going to class, as well as being easily distracted during a lesson. In the open-
ended question, students in all groups seemed to appreciate similar activities,
focusing on general language skills and cultural knowledge. Aside from the six
ESP students who mentioned specialised materials (11.5% of responses in the
ESP groups), all respondents described benefitting from essentially the same
type of activities. Such a finding fits in with past research comparing students
in ESP and GE courses, where students report a preference for GE work, as it
allows them to develop L2 skills that they could use in a wider range of contexts
(Brunton, 20009).

Students’ responses in the interviews seem to reinforce what was found in the
questionnaire; ESP only received minimal attention in the interviews, and only
from the ESP A2 student: she appreciated the change ESP offered from her
past learning experiences. Such a point perhaps ties in to the students’ attitudes
against repeating or dwelling on tasks. As Terrier and Maury (2015) describe,
most students in France should finish high school with a minimum English level
of B2, as this is the target level of the language classes offered at this level of
education (and in the Baccalauréat exam): thus, having to go over the same A2
grammar points in a GE course at university could be viewed as a demotivating
factor. Therefore, the novelty of ESP courses perhaps provided a welcome
change.

Moreover, similar learning activities, such oral activities, comprehension
activities, and activities that expand their cultural knowledge, were found to be
motivating in all groups, eliciting both active and passive engagement. Passive
engagement was strong inall groups, as in Waninge’s (2015) study, often occurring
during lectures, classmate presentations, or listening activities. Instances of
active engagement were most often the result of group work, reinforcing
Henry’s (2015) point regarding the influence peers could have on motivation.
These findings suggest that learning activities have a strong influence on the
type of engagement students exhibit; their responses and behaviours show that
they associate certain behaviours with certain learning activities. For example,
classmate presentations could only stimulate passive engagement, while group
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work provides an atmosphere more conducive to active participation. Further
studies may wish to analyse this relationship in greater detail.

Also, similar to Henry’s (2015) study, students in both ESP and GE courses
reported being demotivated by difficult tasks and by spending too much time
on one activity. While the tasks that are considered difficult vary from student
to student, the maximum amount of time participants seem able to spend on an
activity is around fifteen minutes, after which they tend to disengage.

6. Conclusions

This study lends some support to Brown’s (2007) claim that ESP’s alleged
motivating elementis a “folk assumption”. Aside from the Student 1°s’ claim that
ESP presented a welcome change, and the fact that only 11.5% of respondents
in the ESP groups mentioned ESP materials as being interesting and useful
(and therefore potentially motivating), all participants in GE and ESP groups
seemed to appreciate the same elements of their courses; this finding indicates
that students are at least partly indifferent to specialised activities. Oral and
group tasks, for example, seemed to be motivating, regardless of whether the
task was specialised. While further work is needed in this domain, this study
suggests that the classroom environment and learning activities may have a
stronger importance than specialised course content, at least with regard to
Arts students.

Some of the potential limitations of this study relate to the sample of four
observed students. Aside from being a very small sample, the convenience
sampling strategy used here could not ensure the representativeness of the
participants. While this method was chosen following Henry’s (2015) advice
to focus more on individual students and conducting interviews directly after
the lesson, additional studies should be performed using larger and more
representative samples. Additionally, while the 12-week semester is typical of
French universities, it would be interesting to spend time in a context in which
students stay in the same learning environment for a longer period to have a
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better idea of how minute-to-minute fluctuations provoke long-term changes.
Similarly, fluctuations in motivation could also be investigated in shorter ESP
classes (1.5 to 2 hour classes) in order to consider the impact of class duration
on student motivation. Finally, it might be worthwhile to conduct a similar study
in a context where ESP courses are designed following systematic student needs’
analyses, so that results align more closely with standard ESP research.
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